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The Survey of Health, Ageing and Retirement in Europe (SHARE) is a multidisciplinary and cross-
national panel database of micro data on health, socio-economic status and social and family networks 
of individuals aged 50 or over. SHARELIFE is the third wave of data collection for SHARE, which 
focuses on people's life histories and encompasses all important areas of the respondents’ lives, 
ranging from partners and children over housing and work history to detailed questions on health and 
health care. The more than 28,000 respondents in the third wave are representative for the European 
population aged 50 and over in Scandinavia (Denmark and Sweden), Central Europe (Austria, France, 
Germany, Switzerland, Belgium, and the Netherlands), the Mediterranean (Spain, Italy and Greece) as 
well as in two transition countries (the Czech Republic and Poland).  
The true value of the SHARELIFE project is in its ability to link individual micro data over the 
respondents’ entire life to institutional macro data on the welfare state. This allows researchers to 
relate the welfare state interventions to the individuals´ decisions over their life courses, thereby 
enhancing the possibilities of cross-national policy evaluations throughout Europe.  
This impressive report by Christelle Garrouste from the SHARE team in Padua (affiliated to the EC-
JRC-IPSC-EAS since January 2010) is one important step in this direction, collecting information on 
education policies and developments over more than a century and thus allowing us to qualify 
educational systems and reforms in the SHARE countries over time. It will enable researchers to 
investigate the influence of the educational systems in Europe on outcomes such as educational 
attainment, later life socio economic status or health across the life course. Our thanks go to Christelle 
for her tremendous effort to lay the seeds for this research. 
Axel Börsch-Supan, Director of SHARE, Mathis Schröder, SHARELIFE Coordinator and Guglielmo 
Weber, Country Team Leader SHARE Italy / Area Coordinator Economics. 
 
 
This report uses data from SHARE release 2.3.0, as of November 13th 2009. SHARE data collection in 
2004-2007 was primarily funded by the European Commission through its 5th and 6th framework 
programmes ((project numbers QLK6-CT-2001- 00360; RII-CT- 2006-062193; CIT5-CT-2005-
028857). Additional funding by the US National Institute on Aging (grant numbers U01 AG09740-
13S2; P01 AG005842; P01 AG08291; P30 AG12815; Y1-AG-4553-01; OGHA 04-064; R21 
AG025169) as well as by various national sources is gratefully acknowledged (see http://www.share-
project.org for a full list of funding institutions). This work was financed by a SHAREPREP research 
grant at the Department of Economics “M. Fanno”, Padova University. The usual disclaimer applies. 
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“The farther backward you can look, the farther forward you are likely to see.” 
– Winston Churchill  
 
Over the next two decades, people older than 60 will comprise about one-third of the 
population in several European countries. This implies that a shrinking number of 
economically active people will have to support a growing number of economically 
dependent elderly people. Hence, combined to higher life expectancy, this explains why 
economic activities and retirement decisions of older persons in Europe occupy much of 
today’s political debate (OECD, 2006).  
 
As reported by Schroeder (2008), current literature mainly discusses national and 
international macro-economic effects of population ageing (e.g., Börsch-Supan et al., 
2005); legal aspects of anti-age discrimination legislation and retirement age 
augmentation (e.g., Sargeant, 2003; Adams, 2004); productivity issues involving potential 
physical and psychological constraints of older individuals (e.g., Skirbekk, 2004); the 
effects of age-mixed work teams on performance (e.g., Williams and O`Reilly, 1998); and 
national studies on the Human Resource Management of older workers (e.g., McVittie et 
al., 2003; Vickerstaff et al., 2003; Platman, 2004; Kloep and Hendry, 2006). Hence, 
despite the growing interest for institutional settings influencing individual decisions to 
evaluate policies throughout Europe, the literature neglects the effects of different 
institutional environments on individual employment decisions and trajectories. Such 
effects could however be measured by applying the life-course paradigm, which focuses 
on the relationship between institutions and individuals across the life span. More 
specifically, this paradigm aims at determining how biographies are influenced by 
different cultural, social, private and institutional contexts according to historical time and 
geographical place.  
 
The application of such an approach requires the access to both life-history micro data 




recent and most substantive ones in term of life span coverage is the SHARELIFE wave 
of the Survey on Health, Ageing and Retirement (SHARE). SHARELIFE focuses on the 
life histories of European individuals aged 50 and more1. Its main strength is the fact that 
it links individual micro data over the respondents’ entire life with institutional macro 
data on the welfare state. The questionnaire contains all important areas of the 
respondents’ lives, ranging from partners and children over housing and work history to 
detailed questions on health and health care. It thereby allows assessing the full effect of 
welfare state interventions in the past century, including educational reforms, on the life 
of European citizens.  
 
This report presents the macro data on educational reforms collected for SHARELIFE2. 
More specifically, it targets the national institutional plans or movements that have 
brought (or attempted to bring) systemic change in educational practices during the last 
century (e.g., pedagogical theories, curriculum reforms and operational structures). The 
objective of this research is to provide an overview of the educational reforms that may 
have affected the skill level of the SHARELIFE population. Hence, given the age of our 
sample, it has been necessary to collect data as far back as the beginning of the 20th 
century, period at which today’s 90 year-olds may have enrolled in school programmes. 
Earlier data was even collected for some countries when the educational practices 
applicable during the education and training period of our sample still resulted entirely or 
partially from reforms anterior to the 20th century.  
 
This database covers all SHARELIFE countries (except Switzerland and Poland for 
which data is still under collection) plus five additional countries involved in the SHARE 
project, namely Finland, Hungary, Ireland and Israel. It gathers reforms at all levels of 
education, from pre-primary to tertiary education. Table 1.1 provides an overview of the 
data coverage presenting the year (or period) of the earliest reform, by education level 
and country, that influenced the last century’s schooling.  
 
                                                 
1 SHARELIFE collected data in 2008-2009 from a representative sample of 30,000 men and women aged at 
least 50 across 14 European countries - Scandinavia (Denmark and Sweden), Central Europe (Austria, 
France, Germany, Switzerland, Belgium, and the Netherlands), the Mediterranean (Spain, Italy and Greece) 
as well as two transition countries (the Czech Republic and Poland). 




To ensure comparability of the data over such a long period of time, the majority of the 
data collected was derived from the EURYDICE database on education systems in 
Europe, which provides for the current structure of national systems in term of the 
International Standard Classification of Education (ISCED) 19973, data on teacher 
training since the 1970s and historical data on pre-primary, primary, secondary and 
tertiary education. Specific data on legal frameworks affecting teacher training and 
teacher working environment have also been collected from the database of national 
labour, social security and related human rights legislation (NATLEX), maintained by the 
International Labour Organisation’s (ILO) International Labour Standards Department. 
Further data on compulsory education was in turn gathered from the cross-national 
studies by Fort (2006), Brunello, Fort and Weber (2009) and Murtin and Viarengo (2007). 
Moreover, whenever applicable specific educational measures for social inclusion were 
added using the commissioned report prepared by the Institute of International Education 
(IIE, 2006). Finally, this data was crossed-checked with country official sources (e.g., 
Ministries of Education, National Statistics Agencies) and, when necessary, 
complemented with data from country-specific research4.  
 
Because of its very broad coverage, this database only reports the main reforms affecting 
the schooling and training of today’s 50+. Hence, this work does not have the ambition to 
be exhaustive and aims rather as a background source of institutional comparative data to 
be complemented and updated with more specific data. 
   
The objectives of the present report are twofold. Its first objective is to present an 
overview of this SHARELIFE education database by synthesizing thematically the 
reforms collected by education level. Secondly, through a simple application example, it 
aims at demonstrating the scope and potentialities of this data. The example consists in 
comparing the link between compulsory education laws and the evolution of the number 
of years of education. This basic example provides a clear idea of the way in which the 
data can be selected for specific research aims and potentially combined to other data 
sources.  
                                                 
3 The ISCED 97 is the revised version of the International Standard Classification of Education which was 
adopted by UNESCO's General Conference in replacement of the former version. Since 1998, it is used to 
define the levels and fields of education (OECD, 2002). 






TABLE 1.1 INFORMATION COVERAGE - YEAR (OR PERIOD) OF THE EARLIEST REFORM 














Austria 1863 1869 1774 1848
Belgium 1842 1842 1831 1835
Czech Rep. 1869 1869 1849 1918
Denmark 1919 1814 1871 19th century
Finland 1973 1866 1843 1908
France 1881 1879 1880 1793
Germany 1840 1763 1763 1808
Greece 19th century 1834 19th century 1837
Hungary 1852 1868 1849 19th century
Ireland n/a 1831 19th century 1879
Israel 1968 1949 1949 1906
Italy 1829 1859 1923 1859
Netherlands n/a 1901 1863 1876
Portugal 1911 1911 End of 19th century 18th century
Spain 1850s 1812 1845 1857
Sweden 19th century 1842 1649 1860s
Notes: (n/a) In Ireland, there is no comprehensive legislative framework for early childhood care and education, 
and in the Netherlands, there is no so-called "education-oriented" pre-primary institutions, in which staff have to 
hold qualifications in education. 
 
 
2. OVERVIEW OF THE LAST CENTURY’S EDUCATIONAL 
REFORMS 
 
In order to synthesize the reforms collected for each country, this report regroups them by 
ISCED level. The OECD (2002) defines these levels as follows: 
 
Pre-primary education (ISCED 0) corresponds to the initial stage of organised instruction, 




provide a bridge between home and a school-based atmosphere. ISCED level 0 
programmes are expected to be centre or school-based, be designed to meet the 
educational and developmental needs of children at least three years old, and have staff 
that are adequately trained (i.e., qualified) to provide an educational programme for the 
children.  
 
Primary education (ISCED 1) usually begins at ages 5, 6 or 7 and lasts for 4 to 6 years 
(the mode of the OECD countries being six years). Programmes at the primary level 
generally require no previous formal education, although it is becoming increasingly 
common for children to have attended a pre-primary programme before entering primary 
education. The boundary between pre-primary and primary education is typically the 
beginning of systematic studies characteristic of primary education, e.g., reading, writing 
and mathematics. However, it is common for children to start learning basic literacy and 
numeracy skills at the pre-primary level. 
 
Lower secondary education (ISCED 2) generally continues the basic programmes of the 
primary level, even if teaching is typically more subject-focused, often employing more 
specialized teachers who conduct classes in their field of specialization. Lower secondary 
education may either be “terminal” (i.e., preparing students for entry directly into 
working life) and/or “preparatory” (i.e., preparing students for upper secondary 
education). This level usually consists of 2 to 6 years of schooling (the mode of OECD 
countries is three years). In some countries, this level is merged with primary education 
(ISCED 1) to form the so-called ‘single-structure’ or ‘elementary’ level (e.g., Austria, the 
Czech Republic, Denmark, Finland, Hungary and Sweden)5. 
 
Upper secondary education (ISCED 3) corresponds to the final stage of secondary 
education in most European and OECD countries. Instruction is often more organized 
along subject-matter lines than at ISCED level 2 and teachers typically need to have a 
higher level, or more subject-specific, qualifications than at ISCED 2. The entrance age to 
this level is typically 15 or 16 year-old. 
 
                                                 
5 Whenever it applies, the reforms pertinent to the ‘single-structure’ level are presented in the primary 




Post-secondary non-tertiary education (ISCED 4) straddles the boundary between upper 
secondary and post-secondary education from an international point of view, even though 
it might clearly be considered upper secondary or post-secondary programmes in a 
national context. Although their content may not be significantly more advanced than 
upper secondary programmes, they serve to broaden the knowledge of participants who 
have already gained an upper secondary qualification. The students tend to be older than 
those enrolled at the upper secondary level. In this report, the reforms related to that level 
are presented in the section on secondary education (2.3). 
 
Finally, tertiary education is composed of type A and type B programmes and advanced 
research qualifications (2.4). Tertiary-type A programmes (ISCED 5A) are largely theory-
based and are designed to provide sufficient qualifications for entry to advanced research 
programmes and professions with high skill requirements, such as medicine, dentistry or 
architecture. Tertiary-type A programmes have a minimum cumulative theoretical 
duration (at tertiary level) of 3 years full-time equivalent (they commonly last 4 or more 
years). These programmes are not exclusively offered at universities. 
 
Tertiary-type B programmes (ISCED 5B) are typically shorter than those of tertiary-type 
A and focus on practical, technical or occupational skills for direct entry into the labour 
market. They have a minimum duration of 2 years full-time equivalent at the tertiary 
level.  
 
Advanced Research Qualifications (ISCED 6) refer to tertiary programmes that lead 
directly to the award of an advanced research qualification, e.g., Ph.D. The theoretical 
duration of these programmes is 3 years full-time in most countries (for a cumulative total 
of at least 7 years full-time at the tertiary level), although the actual enrolment time is 









2.1. Pre-primary education reforms (ISCED 0) 
 
Figure 2.1 presents the pre-primary (ISCED 0) reforms assumed to have influenced the 
schooling of today’s 50 year-olds and above. It reveals that most pre-primary education 
programmes were already institutionalised during the 19th century. The only exceptions 
are Finland, Israel and Portugal where such programmes remained private much longer. 
In the case of Portugal, for instance, the first institutionalisation of pre-primary education 
did not occur before 19116; in Israel, it took place in 1968 through the radical reform of 
the entire structure of education including the implementation of universal pre-school 
enrolment; and in Finland, in 19737. Moreover, in the Netherlands, there are no so-called 
“education-oriented” pre-primary institutions in which staff has to hold qualifications in 
education, despite the fact that the Netherlands have a long history of day-care centres, 
day nurseries and playgroups dating back from 1850. Similarly, in Ireland, there is no 
comprehensive legislative framework for early childhood care and education yet adopted, 
despite the fact that the majority of all Irish 5 year-olds and more than 50% of all 4 year-
olds do attend infant classes in primary schools. Since the late 1990s, Ireland has however 
passed a few regulations and laws providing for a legal framework with regard to the 
health and safety grounds of all children attending pre-school structures, the provision of 




                                                 
6 Decree of March 29th 1911 creating state pre-school education, called “official child teaching”. 
7 Act on children’s Day Care (36/1973) and Decree on Children’s day-care 1973/239 stating that children 













AT BE CZ DE DK FI FR GR HU IEa IL IT NLa PT SE SP
 
FIGURE 2.1. PRE-PRIMARY EDUCATION REFORMS 
Note:  AT=Austria; BE=Belgium; CZ=Czech Republic; DE=Germany; DK=Denmark; FI=Finland; FR=France; GR=Greece; 
HU=Hungary; IE=Ireland; IL=Israel; IT=Italy; NL=Netherlands; PT=Portugal; SE=Sweden; SP=Spain. (a)  no education-oriented pre-
primary programme (cf. NL) or no comprehensive legislative framework (cf. IE). 
 
 
During the century shift, the early-school curricula of a few countries were influenced by 
the works by the German educator Friedrich Fröbel (e.g., Germany, the French and 
Flemish Communities of Belgium8 and the Netherlands). Fröbel (1782 – 1852) was a 
German pedagogue, a student of Pestalozzi who laid the foundation for modern education 
based on the recognition that children have unique needs and capabilities. He created the 
concept of the “kindergarten”. Fröbel’s idea of the kindergarten found appeal, but its 
spread in Germany was thwarted by the Prussian government, whose education ministry 
banned it on 7 August 1851 as “atheistic and demagogic” for its alleged “destructive 
                                                 
8 The reforms developed in Belgium were also influenced by the works by the Belgian educator Ovide 
Decroly, famous for his ‘Études de psychogenèse’. Psychogenesis has demonstrated a fact that is 
particularly important for early learning—the child is neither a short adult nor a blank sheet of paper. 
Children are, quite simply, ‘different’. Decroly conducted many studies of the development of mental 
functions from before birth to the age of 15 or 16. These studies essentially brought out the notion of 
synergy between individuals and their surroundings, the innate and the acquired, phylogeny and ontogeny. 
Children are born with an ‘immense reserve of nervous equipment’, whose structures alone are hereditary 
while their stimulation by the child’s surroundings ensures their functioning. Activity is therefore the key to 
growth, and education can either lead this activity in a favourable direction or hold it back or direct it 




tendencies in the areas of religion and politics”. Other states followed suit. The reason for 
the ban, however, seems to have been a confusion of names. Fröbel’s nephew Karl Fröbel 
had written and published Weibliche Hochschulen und Kindergärten (“Female Colleges 
and Kindergartens”), which apparently met with some disapproval. In 1890, Belgium 
adopted the first pre-school curriculum, largely based on Fröbel’s work, and, in 1908 and 
1911, kindergarten teacher training (as defined by Fröbel) was finally recognized in 
Germany through state regulatory laws (Wollons, 2000).  
 
During the 1920s, other types of innovative pedagogical programmes developed across 
Europe, mainly focusing on the child’s well-being. Whereas France tested new methods 
in which children were led to carry out physical exercises, breathing exercises, games, 
graduated movements accompanied by singing, many other countries (e.g., Italy, Austria, 
the Flemish and French Communities of Belgium, Hungary, the Netherlands and 
Portugal) adopted new curricula influenced directly by the Montessori method. The so-
called “Montessori method”, which is still implemented today, is a child-centred, 
alternative educational method based on the child development theories proposed by the 
Italian educator Maria Montessori (1870–1952) in the late 19th and early 20th centuries. 
Primarily applied in pre-school and primary (elementary) school settings (and 
occasionally in infant, toddler, middle school, and high school), this method of education 
is characterised by emphasising self-directed activity on the part of the child, and clinical 
observation on the part of the teacher (often called a director, directress, guide) — to 
stress the importance of adapting the child’s learning environment to his or her 
development level, and the role of physical activity in the child’s absorbing abstract 
concepts and learning practical skills. Auto-didactic (self-correcting) equipment is used 
for introducing and learning concepts, and reading is taught via phonics and whole 
language (Röhrs, 1994). 
 
During the Second World War, the education systems of occupied countries fell under the 
influence of Nazi teachings and many company kindergartens were established to enable 
mothers to work and to foster an active population policy. In turn, the post-War period 
served mainly at re-launching political debates about educational ideology and only few 
countries actually passed educational reforms on pre-school education before the 1960s. 
The exceptions include the Czech Republic and Hungary where the soviet system 




the formal recommendation of educational procedures and instruction for all children in 
their mother tongue. As a result, during that period, pre-school education developed faster 
in the Soviet part of Europe than in Western Europe.  
 
It is only in the 1960s that the post-War pedagogical debates started receiving a 
legislative echo in the Western block. Austria and Italy focused on the clarification of the 
authority allocation between the state, the regions, the provinces, the communities and the 
schools. The French Community of Belgium fixed the minimum attendance age to 
nursery schools at 2 and a half, and Denmark passed an act compelling authorities to 
make available all public services to all citizens, including pre-school structures. At the 
same time, progress continued in the Soviet bloc with, for instance, the formal 
incorporation of Kindergarten into the education system of the German Democratic 
Republic (GDR) and guaranteed places (by law) for all children from 3 to 6 years of age. 
Another example is the 1960 Act on the Czech Education System that divided pre-school 
education into “jesle”9 for children from birth to the age of 3 and “mateřské školy” for 
children from 3 to 6 years of age, and specified institutions for common use by both jesle 
and mateřské školy. At the same time, the Czech Republic prepared a single educational 
system for children from birth to the age of 6 with a curriculum focusing on mental, 
moral, aesthetic, physical and work education. The educational requirements of each of 
the six age groups defined in the 1960 Act were then further specified in the 1967 
programme. Finally, 1968 was also the year of the main legislation on pre-school 
education by Israel. 
 
The 1970s witnessed an important gain of interest for pre-schooling across Europe. Most 
of the reforms concerned the establishment of childcare centres for very young infants to 
meet the needs of working families, organised by the municipalities (e.g., Belgium, 
Denmark, Finland, Sweden), similar to the ones already established in the 1950s and 
1960s in the Eastern bloc. In Spain (1970) and in Portugal (1973), pre-school education is 
finally recognised by law as an integral part of the education system, and its 
superintendence, as well as its teaching guidance, are placed under the responsibility of 
the Ministry of Education. Another trend of the 1970s concerned specific reforms about 
the teaching staff. In Italy, the 1978 law contained special rules and introduced changes in 
                                                 




the way state nursery schools were operated, eliminating for instance the “assistants” and 
providing for the assignment of two teachers per section. In France, the 1977 law enabled 
male teachers to teach in pre-schools. At the same time, in the Soviet bloc, the Czech 
Republic and Hungary reinforced their legislation on the children-centred methods 
applied for teaching at pre-school level. 
 
The concerns about equity and minority access to education, which dominated US 
educational reforms in the 1960s and 1970s (Bailey, 1992), spread to Europe in the 1980s 
and marked the nature of the reforms in pre-primary education for the following two 
decades. This concern was geared by the idea that pre-primary education can serve “as an 
effective means to establish the basis for further learning, preventing school drop-out, 
increasing equity of outcomes and overall skill levels” (European Commission, 2006, 
p.5). In order to ensure that all children, in particular the most deprived, benefit from 
effective intervention programmes, European countries have therefore started to make 
investments so that provision could be increased, access made easier and improvements 
made in quality.  
 
In that effort, most countries started by focusing on the equity of access to pre-primary 
education. In France, the Law of 10 July 1989, art.2, stipulated that “every child has to be 
admitted, at the age of three, to an “école maternelle”10 (pre-school) or an infant class the 
closest possible to their home, if their family so wishes”11. Another example is given by 
the Hungarian Education Acts of 1985, 1986 and 1989, upgrading the last kindergarten 
year as a compulsory element of elementary education, calling for more differentiated 
individual treatment and advocating a more flexible daily schedule. These laws were then 
supplemented by further similar legislation after the collapse of the Soviet Union. In 
Greece, the Law 1566/1985 stipulated that pre-school education shall belong to primary 
education and a great part of its operation shall follow the same legislative regulations in 
force for primary school. However, pre-school education shall be provided in 
kindergartens operating independently or in centres together with state nursery schools 
(children’s centres). Attendance at kindergarten shall last 2 years (since 2006, it has been 
made compulsory for children of 5 years of age). Finally, in Finland, a pre-primary 
                                                 
10 See Glossary in Appendix. 
11 Germany will follow this trend in 1996  with the provision of a legal right to a “kindergarten” place from 




curriculum for 6 year-olds was drawn up (1984, 1985) to provide a guideline for pre-
primary education both within the day-care system and in comprehensive schools, thereby 
incorporating pre-primary programmes into the elementary structure12.  
 
The second main trend, since the 1980s, has been the development of programmes 
targeted directly at favouring minority access to education. The Flemish Belgium, for 
instance, established an overall statutory framework for subsidies childcare, i.e. childcare 
centres and childminding services, for care for sick and disabled children and parental 
involvement and participation (1983, 1989). In 1985, Spain launched its experimental 
programme of pre-primary education with the purpose of solving problems detected at 
that stage. The French law of 1989 stipulated that looking after 2 years old children shall 
be extended as a priority to the schools located in social disadvantaged environments, 
whether in urban, rural or mountain zones. Since 2000, similar positive discrimination 
programmes have also been developed in the Netherlands with government funding. 
 
Finally, the third main trend since the 1980s has been the decentralisation of education 
management launched in Northern Europe, by countries such as Denmark and Sweden, 
where laws were passed on the transfer of responsibility for the financial administration 
of pre-school institutions to the municipalities. These efforts towards school autonomy 
were pursued during the 1990s and spread to other countries, e.g., Italy, in 1997; 
Germany, in 1999. 
 
As a result of these 20th century’s reforms, today, in the majority of European countries, 
the Education Ministry is responsible for pre-primary education-oriented institutions 
(ISCED 0). Except in Denmark, Germany (most of the Länder), Austria and Finland, 
where other authorities than the education ministry are responsible for pre-primary 
education; and in a few German Länder, Greece and Portugal, where the education 
ministry as well as other ministries may be responsible for pre-primary education 
depending on the type of institution. In pre-primary institutions that are the responsibility 
of the education ministry, staff responsible for a group of children always hold tertiary-
level qualifications in education, and even in Finland, all types of pre-primary 
                                                 
12 Italy, Spain and Portugal have followed this trend in the 1990s by legally acknowledging the role and 




establishment catering for children from a very early age must employ staff with a 
university qualification in education (EACEA, 2009). Provision is generally available 
from at least 3 or 4 years of age (over half of European countries have participation rates 
of over 80 % in pre-primary education from this age) (ibid., Figure C6, p.98).  
 
An important “mis-result” of these reforms, however, is the fact that, in the majority of 
the countries, education-oriented pre-primary institutions still tend to be fee-paying, i.e. 
an enrolment fee is requested from parents for their children to take part in the 
programme, regardless of whether they are run by the public authorities or private bodies. 
Belgium is the only country where admission to pre-primary education is free of charge 
for everyone. In several countries (Oreland, Greece, Spain, France, Italy, Hungary, 
Portugal), public-sector provision is free, whereas enrolment fees are payable in the 
private sector. In the Czech Republic and Finland, admissions to public-sector pre-
primary education-oriented institutions may be free or involve payment fees (ibid.). 
 
2.2. Primary education reforms (ISCED 1) 
 
European systems of public schooling date back on average from the 18th century. The 
functioning of elementary education (ISCED 1-2) systems at the dawn of the 20th century 
were therefore all ruled by laws dating from the 19th century (see Table 1.1). Hence, the 
population attending elementary education at the beginning of the 20th century 
beneficiated from institutionalised systems inherited from the end of the 19th century. 
 
During the 20th century, the reforms undertaken by the majority of the countries included 
the extension of compulsory schooling13 and the implementation of measures to ensure 
that all pupils would obtain a certificate of basic education, including new learner-centred 
methods and new examination schemes. In some countries, these efforts went as far as the 
institutionalization of compulsory education up to the age of 18 (e.g., at a full-time basis, 
Hungary and Israel; and at a part-time basis, Belgium, Germany and the Netherlands). 
Thus, the national structure and content of primary education (ISCED 1) programmes are 
                                                                                                                                                  
evaluation plans (like in Spain) or by launching pre-school education expansion and development plans 




directly linked to the evolution of compulsory education. Today, the ISCED 1 level 
begins between 5 and 7 years of age, is compulsory in all countries and generally lasts 
from 4 to 6 years (OECD, 2002). 
 
Apart from the quantitative improvement of education attainment, achieved through the 
implementation of compulsory basic education, the 20th century also saw the emergence 
of a qualitative trend, especially from the second half of the century. A basic education of 
‘quality’ became an essential pre-requisite for the development of a knowledge society. 
This quality dimension materialized through the adoption of new teacher recruitment 
policies, implying new teacher training structures and new monetary teaching incentives 
(e.g. higher teacher salaries). From the pupils’ perspective, the development of higher 
quality standards passed through the expansion of language acquisition schemes and the 
integration of special educational needs programmes into the mainstream (or “regular”) 
classes. 
 
2.2.1. Organizational and curricular laws (ISCED 1) 
 
Figure 2.2.1 presents an overview of the years of adoption of the reforms affecting the 
duration of compulsory education and the curricular programmes of primary education. 
This section synthesizes the evolution of these reforms in each country of our sample in 
alphabetic order14. 
 
                                                                                                                                                  
13 See section 4 for a detailed synthesis of all the reforms on compulsory education and section 5 for an 
analysis of the expected time of impact of an extension of compulsory education on retention rates. 
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FIGURE  2.2.1. ORGANIZATIONAL AND CURRICULAR REFORMS (ISCED 1) 
Note:  AT=Austria; BE=Belgium; CZ=Czech Republic; DE=Germany; DK=Denmark; FI=Finland; FR=France; GR=Greece; 





At the dawn of the 20th century, the Austrian population was already fully alphabetized 
thanks to the Reichsvolksschulgesetz (Imperial Act on Primary Education) passed in 
1869. It was the first act to uniformly organise the entire system of compulsory education 
and it abolished school fees and extended the duration of compulsory education from 6 to 
8 years. Further, in 1918, as a consequence of the application of the republican, 
democratic and social principles of forming pupils to independent citizens in their 
thinking and acting, primary education was completely redesigned through the 
introduction of “across-the-road” instruction at Volksschule and free teaching and 
learning aids at Vienna’s compulsory school establishments. All these efforts were then 
put on hold during the Second World War due to the annexation of Austria to the Third 





The 1962 School Education Act (“Schulunterrichtsgesetz”), which fixed at 6 years old the 
entry age to compulsory schooling and extended its duration to 9 years (from 6 to 15), 
still forms the legal basis for the entire system of education. In 1965, the concept of 
furtherance was complemented by the concept of remedial instruction, which, in 1979, 
was extended to all four grades of the “Grundschule” (levels I and II of primary school or 
special school). In 1979, interdisciplinary and co-educational instruction was also 
introduced as a teaching principle. A characteristic example is the introduction of the 
subject of “handicraft” (“Werkerziehung”), taught for the first time for boys and girls 
together.  
 
In 1986, the Grundschule curriculum suffered a thorough revision. The aims of this 
reform were to convey a joint elementary education to all pupils, to emphasise principles 
of special education, in particular in the school entry phase, the coordination between the 
pre-school and primary education and the consideration of new didactic findings at 
primary level. This reform was achieved after a phase of broadly-based democratic debate 
and pilot projects involving more than 1,000 teachers and parental representatives in 
different working groups. The 1986 Primary School Curriculum has ever since been 
continuously further developed. For instance, in 1991, intercultural learning was 
integrated as a principle of instruction and, in 1994, the provision of full-day attendance 




In Belgium the century-shift education system followed the Constitution of 1831 and the 
law of 1842. The Article 17 of the Constitution of 1831 sat the principle of "freedom of 
education" which has consistently been interpreted as meaning that the state must fund 
education but cannot hold a monopoly in it, and that free institutions—in particular the 
Catholic Church—may provide public education parallel to the state. Accordingly, 
Belgium has several education systems. In turn, the 1842 law aimed at steering the 
expansion of education in the right direction and at improving the quality of education. 
This law, which was the first law on elementary education, compelled each municipality 
to establish at least one primary school and to provide a religious education course. 
However, despite these legislative frameworks, in 1890, only 4% of school-aged children 




was finally introduced in Belgium: anyone between the ages of 6 and 14 was obliged to 
attend school. Until then, elementary education consisted of three stages of two grades 
each, but the law of 1914 established a fourth stage for children between the ages of 12 to 
14 and generalized the principle that school shall be free of charge. However, the First 
World War delayed the implementation of this law by a few years. In 1920, a curriculum 
for the fourth stage of compulsory education was developed, and from 1921, every 
municipality was compelled to organise free health supervision in schools and to appoint 
a physician as medical school inspector with the purpose of detecting contagious 
conditions. 1921 was also the year of the foundation of the very first office for vocational 
orientation for working-class children by the Brussels teacher A. Christiaens. Likewise, in 
1925, the Catholic working-class youth organisation (KAJ), at the instigation of Cardijn, 
launched a series of actions for all the 14 year-olds leaving school, such as an information 
service for school-leavers. The primary education curriculum of the 1930s got strongly 
influenced by Fröbel, Montessori and Decroly15 (1936) and career guidance services were 
set up in various towns (1937 and 1947). In 1949, the first psycho-médico-social (PMS)-
centres, connected to state schools, were founded as a pilot project, and hosted the 
services for medical supervision in schools. In 1955, the Collard Act imposed the creation 
of a public pre-primary and a public primary school in each municipality, regulating 
grants, and specifying that parents may opt between religion course and an ethics course 
in public schools.  
 
The Belgian School Pact of 1958 (made into law in 1959) recognized two basic types of 
schools in the provision of primary and secondary education, official schools organized 
by state bodies, and free schools, (mostly Catholic). Parents were given complete freedom 
to select the type of school attended by their children. Moreover, the state was required to 
provide sufficient numbers of schools of both types within commuting distance, by direct 
provision of official schools, subsidies to free schools, or provision of school buses. Free 
schools receiving a state subsidy could not charge tuition or require fees for textbooks. 
The 1959 law also required official primary and secondary schools to provide two hours 
of instruction per week in religion or morals. While almost uniquely Catholic in 1959, 
religious instruction gradually came to be offered in other faiths as well.  
 
                                                 




The act of 29 June 1983 extended compulsory education to the age of 18. It made 
possible for young people to be in full-time education until the age of 16 and then in part-
time education until the age of 18. Hence, since this reform, young people aged 15 to 18 
can either enter part-time training or training defined by a royal decree as corresponding 
to compulsory education16; conclude an apprenticeship contract for paid work (industrial 
apprenticeship); or take up apprenticeship training offered by the Middle Classes (Classes 
Moyennes) (under an apprenticeship contract) to learn an occupation suitable for self-
employment by receiving practical training in entrepreneurship and instruction in general 
and technical theory in a Middle Classes training centre (Lejeune, 2000). In 1997, a new 
Elementary Education Decree came into force in Flanders, integrating all the legislation 
regarding elementary education into one single coherent framework and giving all local 
schools greater autonomy and responsibility for their own organization, thereby 
abolishing the compulsory division into year classes and grades and replacing the 
compulsory curriculum subjects by learning areas17 (Roelands and Druine, 1999).  
 
THE CZECH REPUBLIC 
 
By 1900, the Czech Republic beneficiated already from a compulsory education fixed at 8 
years, from the age of 6 to the age of 14 (Law of 1869). Pupils attended an “obecná” 
(community) school for the first five years and could complete the remaining three years 
at an obecná school (in the country) or a “měšt'anská” (town) school. There had to be at 
least one of the latter in every school district and it served pupils who were not able to 
study at any of the types of “gymnázium”. In 1922, the Small Education Act improved 
the conditions in schools by setting a maximum of 80 pupils per class (later reduced to 60 
and then 50), and by including civic education and handicrafts as compulsory subjects 
instead of religious education. The Act of April 1948 on the Basic Arrangement of the 
                                                 
16 In the French Community, the CEFA (Centre d'éducation et de formation en alternance) welcomes young 
people aged 15 who have completed the first two years of secondary education, or young people aged 16 
without any other conditions. Each week, 12 to 15 periods of 50 minutes are dedicated to general training. 
If the student signs a contract, then he receives following practical training in an enterprise. Unfortunately, 
this is a track where students who have been excluded both from school and from work are relegated 
(Lejeune, 2000). 
17 The learning areas defined by the 1997 Decree include physical education and training, art education, 
language education, mathematics and ‘world orientation’ (i.e. education about nature, humankind and 
society). Within each learning areas, a number of attainment targets (“eindtermen”) and development 
objectives are to be reached. In the French Community (following the decree of 1995), an equivalent 




Unified Education System extended compulsory education to 9 years, from the age of 6 to 
the age of 15: 5 years at the national (“národni”) school and 4 years at a secondary school. 
In 1953, it was shorten back to 8 years, from the age of 6 to the age of 14, before being 
brought back up to 9 years in 196018. In 1979, it was shorten again to 8 years (4+4) before 
being re-upgraded in 1990 to 9 years (4+4+1). The last year of the compulsory 9-year 
school could be taken at the upper secondary school (gymnázium) (Filer, Jurajda and 
Plánovsky, 1999). Since 1995, the division of compulsory education has been 5+5; and 
since 2003, the number of hours at the second stage of the “základni školy” has been 




In Denmark, thanks to the 1814 Law, by the dawn of the 20th century, all children were 
given the right to 4 years of education, which founded the “Folkeskole” (public schools). 
The curriculum of the Danish basic school was expanded by the New Education Acts of 
1900. In 1903, a 3-year middle school was established, beginning at age 11-12, to link the 
“Folkeskole” and the “Réalclass” (lower secondary school) and the “Gymnasium”. The 
1937 Law about Folkeskolen defined Folkeskoler as 7-year public basic schooling 
covering primary and lower secondary education, an optional pre-school class and a 
supplementary optional year preparing for the lower-secondary examination 
“Réaleksamen”. In 1958, compulsory education was extended from 4 to 7 years and 
middle schools were reorganised to form a superstructure at the upper end of the 
folkeskole with two lines: a 3-year academically oriented ‘réal’-department and the 8th-
10th forms. Compulsory education was further extended in 1971 from 7 to 9 years. 
Several pedagogical regulations were also passed to ensure the full attainment and 
completion of these compulsory years of schooling. Among these are the 1967 law 
abolishing corporal punishment in Danish schools and the 1975 Act on the folkeskole 
introducing pupils’ councils, which both focused on the establishment of a more 
favourable learning environment.  
 
                                                                                                                                                  
fundamental education for everyone. The more specialized education in the upper secondary schooling then 
simply serves to build on this fundamental skills (Roelands & Druine, 1999). 
18 In 1960, compulsory education was extended back to 9 years (5+4), from the age of 6 to the age of 15. 
The present structure and terminology were laid down: a základní (basic) škola (in 1960-78 základní 




Further laws targeted the examination provision, such as the 1975 Act abolishing the réal-
class department and introducing two completely new examinations (namely, the Leaving 
Examination of the Folkeskole and the Advanced Leaving Examination of the Folkeskole, 
held on a single-subject basis); the 1977 Act on general admission restriction in higher 
education; the “7-points programme” of 1987 improving the framework and content of 
the folkeskole and establishing local centres of culture in connection with the school; and 
the 2003 Act aiming at strengthening the subject knowledge and skills of the pupils. 
Some other laws focused on the administration of primary education, e.g., the 1989 Act 
on administration of the folkeskole, based on the principles of target and framework 
management19; the 1990 Act introducing new provisions regarding the administration of 
schools, empowering headmasters with more managerial competences and establishing 




In Finland, the foundation of the Finnish Folk School system, comprising 6 years of 
education, dates back from 1866. In 1921, the Finnish state passed an act concerning 
general compulsory education. Compulsory education was completed once the child had 
successfully completed the Folk School (6 years) or a corresponding syllabus in some 
other way. Upon completion of Folk School, pupils could continue at civic schools, which 
offered a 2- or 3-year education. After civic school, it was then possible to move up to 
vocational school. This system remained until the 1970s.  
 
The 1960s and 1970s were times of drastic change as Finland evolved from an agrarian 
society to a Scandinavian welfare state. To facilitate this transformation, the education 
system, which maintained the inequities of the class society for which it was designed, 
needed a total overhaul. Adopting a "comprehensive school reform" approach in the 
1970s, Finnish educators and policymakers scrutinized everything from curriculum and 
textbooks to salaries and administration (Aho, Pitkanen and Sahlberg, 2006). The 
previous Folk School (4 years), civic school (2 years) and lower secondary school (the 
more academic branch following completion of 4 years at Folk school) were replaced by 
                                                 
19 These management principles included decision-making decentralization by transferring the 





a 9-year comprehensive compulsory school offering general basic education. Until 1998, 
upper secondary school was separated from secondary school to form a distinct form of 
institution20. The 9-year compulsory school (“peruskoulu”) was progressively 
implemented between 1972 and 1977 with an administrative division between the lower 
and upper secondary stages.  
 
In 1985, The Comprehensive School Act (“peruskoululaki”) laid the basis to schools’ 
autonomy, promoted the individualization of teaching (due to the emergence of more 
heterogeneous groups) and increased the number of part-time teachers because of a high 
number of optional courses. This law was reinforced in 1991 by the National Board of 
Education Act and the Decree on the National Board of Education which harmonized 
educational administration and abolished the national inspectorate in order to increase 
further the autonomy and responsibilities of schools and individual teachers21. In 1992, 
structural measures linked to budgetary constraints were taken, such as the raise of the 
minimum number of pupils required for the maintenance of a teaching post and the spread 
of the employment of replacement teachers during term time. Today, basic education is 
governed by the Basic Education Act (628/1998), the Basic Education Decree 
(852/1998), the Government Decree on the objectives and time allocation in basic 





At the dawn of the 20th century, French children aged 6 to 13 years old were compelled to 
attend school by the Law of 1882. Primary education had been free since the Law of 1881 
and public and secular since the Ferry Law of 1879. The duration of compulsory 
education was first extended by one year in 1936 to include all children between the age 
of 6 and the age of 14, then by another two years in 1959 to include all children up to the 
age of 16.  
 
                                                 
20 The Basic Education Act (628/1998) and Decree (852/1998) abolished the administrative division of 
secondary education into lower and upper secondary stages adopted in the early 1970s towards a single-




In France, the 1960s were marked by the abolishment of the “terminale” classes (final 
study year) of elementary school and of its final certificates, hence, making secondary 
education (“colleges”) accessible to all pupils from the age of 11. The “certificate 
d’études primaries” (final primary education certificate) had for many years been the 
examination which marked the successful conclusion of compulsory education. Finally, in 
1989, a new framework law on education set out the rules relating to the organisation and 
functioning of nursery and elementary schools (including school projects, organisation 
into cycles, assessments, better articulation between nursery school and elementary 
school, reduction in the number of pupils repeating a year and recommendations with 





In Germany, the official start of public education dates back from 1763 with the mandate 
by Frederick the Great of Prussia for regular school attendance from the age of 5 through 
the age of 13 or 14. Until 1920, the “Volksschule” (primary school) coexisted in parallel 
with separate educational institutions preparing children for intermediate and higher 
schools (public preparatory schools). Then, based on article 146 of the Constitution of the 
Weimar Republic, the Primary School Act of the German Reich 
(“Reichsgrundschulgesetz”) of 1920 established the “Grundschule” (primary school) as 
an institution for the education of all children in Germany and abolished the alternative 
public preparatory schools. Public education was provided by state institutions and 
regulated by the government, in cooperation with the province and the local community. 
Primary school became compulsory with advanced schooling available to age 18 free of 
charge. The constitution also provided for private schooling, which was likewise 
regulated by the government. In 1934, the Reich Education Ministry was created and 
church-run primary schools were abolished. After the Second World War, the Basic Law 
(“Grundgesetz”) and the “Länder” Education Acts guaranteed once again the special 
status of the Grundschule, catering for all children and authorising the Länder to approve 
privately-maintained primary schools only in exceptional cases. Compulsory education 
was introduced in the German Democratic Republic in 1946 in form of the democratic 
                                                                                                                                                  
21 These acts came into force in the school year 1993-94 through new time allocations and a new core 




compulsory comprehensive school comprising grades 1 to 8, and extended in 1959 to 
grade 10 to form the general education polytechnic high school (“Polytechnische 
Oberschule”, POS). At the same time, between 1949 and 1967, the duration of 
compulsory school was progressively extended in the Federal Republic of Germany to 9 
years.     
 
The 1960s witnessed major content reforms of primary education. In 1960, a two-year 
orientation phase was introduced in grades 5 and 6 to give school children more time to 
consider their future educational choices. In 1965, the polytechnic high school (POS) of 
the GDR got divided into three levels (lower, intermediate and upper levels). At the same 
time, towards the end of the 1960s, primary education in the Federal Republic of 
Germany experienced innovation and reorganisation. This process incorporated reforms 
and teaching methodology, as well as changes to teaching content. One of the main 
objectives of the primary school reform of the 1970s was a move towards more science-
oriented teaching. This involved a revision of the mathematics curriculum as well as the 
development of local studies from a subject dealing to a large extent with local traditions 
towards the so-called “Sachunterricht” centred more on the natural as well as social 
sciences, but without anticipating science lessons at the secondary level (Eurydice, 
2005b). 
 
The so-called “Hamburger Abkommen”, an agreement which was reached by the 
Standing Conference in 1964 (and amended in 1971), remains the cornerstone on which 
the joint fundamental structures of the school system in the Federal Republic of Germany 
is based. It incorporates the following general provisions: the beginning and duration of 
full-time compulsory education, the dates for the start and end of the school year, the 
length of school holidays as well as the designation of the various educational institutions 
and their organisation (types of school etc.), the recognition of examinations and leaving 
certificates, and the designation of grade scales for school reports. On the basis of the 
Hamburger Abkommen, the Standing Conference has agreed upon further fundamental 
common features for the school system over the past few decades and has recognized 
leaving certificates for schools in all Länder, through supplementary resolutions, which 
were summarised in a resolution in May 2001 (Eurybase, 2005b). 






Hence, since Reunification, as a rule, general compulsory schooling begins for all 
children in the Federal Republic of Germany in the year in which they reach the age of 6 
and involves 9 years of full-time schooling (ten years in Berlin, Brandenburg and 
Bremen; in Nordrhein-Westfalen, the duration of full-time compulsory education is 9 
years for the Gymnasium, and 10 years for other general education schools). Those young 
people who do not attend a full-time general education school or vocational school at 
upper secondary level once they have completed their period of compulsory general 
schooling must still attend part-time schooling (compulsory “Berufsschule” attendance – 
“Berufsschulpflicht”). This usually lasts 3 years, according to the duration of training in a 
“anerkannter Ausbildungsberuf” (recognised occupation requiring formal training). For 
pupils who do not attend a general education school at upper secondary level or enter 
training, some Länder have regulations under which pupils are required to remain in full-




In Greece, various legislative regulations were passed in the early 19th century (e.g., the 
Law of 1834) defining the context of operation of elementary education and in 1911, the 
Constitution established the compulsory and free of charge elementary education. In 
1927, years of compulsory attendance in the elementary education could not be less than 
6. The system remained untouched until the 1970s. In 1976, the 9-year free of charge 
education was established for all Greek children aged 6 to 15, and in 1985, the Law 
1566/1985 that is still in force today, defined the structure and operation of Primary and 
Secondary Education. This law established the new procedure for drawing up new 
curricula and for writing the corresponding new textbooks. It has also set out the 
following principles: every child’s school book should be accompanied by a 
corresponding teacher’s book, the establishment of the single-accent system 
(“monotoniko systema”) in the Modern Greek language, further education for teachers, 
etc. This legislative framework has been supplemented with new laws and presidential 
decrees, chief among which are: Presidential Decree 8/10-01-1995 and its supplementary 
PD 121/18-04-1995 by which the method of assessing the pupils is differentiated; it is 
now treated as an on-going pedagogical process. Also, by PD 201/1998 issues related to 




National Education Council (“EΣYΠ/ESYP”), the Educational Research Centre (“KEE”), 
the Institute for Continuing Adult Education (“IΔEKEIDEKE”) and the Educational 
Centres Supporting Education (“MOKEΣE/MOKESE”). Law 2341/1995 regarding the 
education of the Muslim minority, Law 2413/1996 by which the new method of education 
for children from abroad was instituted, and Law 2525/1997 by which “Oloimera 
Demotika Scholeia” were established, are still in force and a unified viewpoint of the 
Analytical Curricula for Primary and Secondary Education through the Cross-curricular 




In Hungary, the law on Popular Education of 1868 made the “népiskola” (general school) 
compulsory for all children aged 6 to 15, and communities were assigned the 
responsibility of its funding. The law further required that the school should be 
restructured into the six-form népiskola still implemented today, along with another type 
of primary népiskola for consolidation, rooted in the former. Although the concept of the 
state taking its share of establishing and maintaining schools emerged already at that time, 
churches continued to dominate. In 1908, the népiskola was made free of tuition fees and, 
in 1940, it was transformed into an eight-form institution (“általános iskola”) consisting 
of two sections (the lower and the upper sections) of four forms each22. The duration of 
compulsory education was fixed at nine years (eight years of daily primary school and 
one year of general practical economics). The 1940 law came into application in 1945, 
laying the basis for the current primary single structure, now divided into four sections of 
two years each. The strong centralization suffered by the school curriculum in 1978 (for 
each subject, school type and grade, accompanied by a single textbook) was somehow 
diluted by the Education Act of 1985 enabling schools to deviate from the provisions of 
the central curricular regulations and to introduce innovation. This act also transformed 
the system of inspectors into a counselling network available to schools, thereby 
allocating more independence to the teachers. The 1990 Act on Local Government further 
enhanced this decentralization trend by delegating educational institutions to the 
                                                 
22 This new eight-form structure of primary education still constitutes the current system of Hungarian 
education, but today the eight forms of the általános iskola are divided into four sections instead of two: 





municipalities. School heads became the employers of the teaching staff and could take 
decisions determining their professional advancement.  
 
The Act LXXIX of 1993 on Public Education (still in force today) finally abolished the 
compulsory nature of the former central curriculum. It also translated the principles 
enounced by the Hungarian Constitution, in reference to the upbringing of a child as a 
right, and at the same time as an obligation of parents, into everyday practice. The most 
important obligation of the parent is to ensure that the child completes compulsory 
schooling. The child must begin attending kindergarten (“óvoda”) from the first day of 
education of the year in which he/she reaches his/her fifth year of age. Compulsory 
education lasts until the end of the academic year in which the pupil has completed 
his/her 18th year of age, however, children who began the first year of their single 
structure education (általános iskola) in 1997/1998 or before are subject to compulsory 
school attendance until the year they reach 16 years of age if the pupil successfully 
completed the maturity examination (“érettségi vizsga”), received a state (vocational) 
certificate, is considered a major through marriage or cares for his/her own children23. 
Compulsory school attendance may be performed at általános iskola, and from grade 5 
onward at “gimnázium”, and from grade 9 onward at “szakközépiskola”, and at 




In 1922, the government of the new Irish State sought to give the Irish language and 
culture a suitable place in the programme of primary schools, in line with “Irish ideals 
and sensibilities”. This new programme, which retained the pedagogical principles and 
subject-based structure of the pre-1922 curriculum, set the curricular framework in the 
primary schools for nearly half a century (up to 1971). In 1924, the Ministers and 
Secretaries Act empowered the Minister for Education and Science to administer public 
services in education and to take over the functions of the Commissioners for National 
Education in Ireland. However, it is only in 1926, through the School Attendance Act, 
                                                 
23 Deciding on the initial date and the extension of compulsory school attendance is at the discretion of the 
school principal. The decision must be based on the opinion of the kindergarten (óvoda) and, in special 
cases, the appropriate special service (szakszolgálatok) or the child-welfare service. The parent must enrol 
his/her child on a date/at a time published by the local government for that purpose in the first grade of a 




that school was made compulsory between age 6 and age 12. During the Second World 
War, the Irish Constitution of 1937 (“Bunchreacht na hÉireann”) set the statutory rules 
for contemporary National Irish Schools (primary schools) in respect of the Stanley Letter 
of 1831; and, in 1943, the national Primary Certificate Examination for Standard 6 
pupils24 was made compulsory and reduced to three written tests, namely Irish, English 
and Arithmetic. This national examination was then abolished in 1967 with the 
promulgation of the free of charge accessibility of secondary education to all children. 
The transfer from primary education to secondary education was to be made at age 12 
plus and compulsory education was extended to age 15 by 197225. In 1971, a new 
innovative and progressive curriculum was introduced for primary schools which 
remained operative until 1999 (date of the approval of the New Primary School 
curriculum currently in force).  
 
The 1998 Education Act represents the most comprehensive educational legislation 
affecting schools in the history of Irish education. This act contained two important 
amendments to earlier legislation. The Intermediate Education (Ireland) Act of 1878 was 
amended to enable the Minister to include an examination in religious instruction, if so 
desired. In turn, the 1998 Act amended the Vocational Education Act of 1930 by 
replacing ‘an officer of the Minister’ by ‘a person’ who may act on the Minister’s behalf. 
It made provision for primary, post-primary, adult and continuing education, and 
vocational education and training, to every person in the State.  More recently, the 
Education (Welfare) Act of 2000, which became operational in 2002, stipulated the 
guidelines for attendance in the period of compulsory education (raising the school 
leaving age to 16) and the rights and responsibilities of parents in relation to the education 
system. A National Educational Board was established to oversee the enactment of the 




                                                 
24 The national Primary Certificate Examination for Standard 6 pupils24 (age 12 approximately) was first 
introduced on an optional basis in 1929 and consisted of written, oral and practical tests in all the obligatory 
subjects except music. 
25 Before the introduction of free secondary education in 1967, some primary schools catered for pupils up 




In 1949, the Compulsory Education Law provided for free education for all children 
between the ages of 5 and 13 (and up to the age of 17 for those who had not completed 
elementary school). All four Jewish educational trends and the Arab educational system 
were recognised by this law. Officially, the law stipulated that parents could send their 
children to whichever educational system they wished, In practice, however, the soul-
stalking was intense and did not allow the application of this freedom. In 1956, a 
legislative distinction was made between Arab and Druze schools. 
 
The radical reform of 1968 of the entire structure of education shortened elementary 
school to six grades (grades 1-6) and established comprehensive schools with 2-year and 
3-year curricula, thereby providing a choice of tracks towards a vocational diploma or a 
matriculation certificate. It also instituted social integration and measures to bring 
together students with different skills under a single roof and established a new 
curriculum division in the Ministry of Education and Culture. Finally, in 1979, the age of 




In Italy, the extension in 1861 of the Casato Law26 to the whole newly unified State 
provided for the establishment of compulsory “lower” primary school (which included a 
first class and a second class) and “higher” primary school (including the third and fourth 
classes), and delegated the responsibility of primary education to municipalities. In 1923, 
the Gentile Reform defined primary education in term of five classes, with the addition of 
a supplementary three-year course for the sixth, seventh and eighth classes. In turn, the 
Consolidation Act of 1928 subdivided further primary education into a three-year lower 
grade and a two-year higher grade, with an examination to be taken between the two 
grades. In 1933, the whole public primary education fell under the province of the state 
administration, thus completing a process started in 1911.  
 
The post-War period was then marked by efforts to reform the content and structure of 
primary education in an innovative way. In 1955, new curricula were introduced by the 
Decree 503 and remained untouched until 1985. The law of 1957 replaced the grade 
                                                 




structure with a subdivision into cycles: the first grade is made up of the first and the 
second classes, while the second grade is made up of the third, fourth and fifth classes. At 
the end of each cycle, students sit for written and oral examinations. In turn, the 1971 
Law marked the end of a school merely confined to teaching children how to read, write 
and make calculations. The introduction of supplementary activities and special teaching 
(e.g., music, painting, drama), the extension of the school timetable into the afternoon 
(called “tempo pieno”), and the presence of more than one teacher in the same class 
began to give primary education broader cultural and educational objectives intending at 
stimulating pupils’ interests and develop their personalities. Moreover, the Law 477/1973 
and its delegated Decrees of 1974 introduced the participation of parents in the 
management of the schools. However, it is the Law 517 of 1977 that established by far 
the most significant cultural and social changes in compulsory school, especially as 
regards teaching planning, monitoring and assessment of individual pupils, team work 
among teachers and co-ordination of the various classes, integration of disable pupils in 
ordinary classes and the consequent abolition of special classes.  
 
The primary education curricula adopted in 1955 were reformed in 1985 (DPR 104/1985) 
and implemented through the 1990 Law. In 1991, a ministerial decree regulated the 
gradual introduction of a compulsory foreign language and, in 1994 the Consolidation 
Act reorganized the existing norms and regulations in force at that level of education. 
Recently, the Reform Law 53/2003 abrogated the Law 30/2000 on the reform of the 
school cycles and replaced the name “scuala elementare” (elementary school) by “scuola 




In the Netherlands, the Act of 1900 made education compulsory for the first time. The 
duration of compulsory education was set to 6 years (between the age of 6 and the age of 
12). A law of 1920 extended it to 7 years, but its implementation only started in 1929. In 
1942 , compulsory education was again extended by one year to last 8 years. That 
extension got implemented in 1949. A further extension occurred in 1968 under the so-
called Mammoth Act of 1968 on Secondary Education, which compelled children to 
attend 6 years of primary education + 3 years of post-primary education. The Compulsory 




full time between the ages of 6 and 16 (i.e. 6 years of primary education + 4 years of post-
primary education). In 1971, an additional period of part-time compulsory education was 
added for young people who had completed their period of full-time compulsory 
education. Under-18s must attend school at least one day a week until the end of the 
school year in which they turn 17. Finally, the Primary Education Act (WBO) of 1981 
merged nursery and primary schools into new-style primary schools catering for children 
from 4 to 12. Attendance was made compulsory from the age of 5 for at least 12 full 
school years and, in any event, until the end of the school year in which they turn 16. The 
WBO was implemented in 1985 (Eurydice, 2007).  
 
In 1988, the Primary Education Act established the tasks assigned to schools. Schools 
must pay attention to the cognitive, creative, social, emotional and physical development 
of children. They must not only instil knowledge in pupils, but also skills and insights, 
such as behaviour that shows respect for generally accepted norms and values, as well as 





In Portugal, despite the 1844 Law on compulsory education, the remaining serious 
illiteracy necessitated the implementation of the reform of “ensino primário”, in 1911, 
covering infant education and normal “ensino básico”. Ensino primário was divided into 
three levels: elementary, complementary and higher; of which only the elementary level 
was compulsory (its duration was 3 years). In 1919, a new reform extended the duration 
of compulsory education to 5 years. However, the military coup of 1926 reduced the 
elementary compulsory ensino primário to 4 years, of which the fourth year served only 
at the acquisition of the knowledge necessary for all students who did not wish to 
continue their studies. In 1936, the complementary level was dissolute which reduced 
further the duration of compulsory education to 3 years. Rural teaching centres were 
created where teachers (recent school graduates) had few skills and where literacy was no 
longer a priority. At the same time, an official youth organisation dependent on the 
Ministry of Education, the “Mocidade Portuguesa”, was created. The consequence of 
these reforms was an alarming increase of illiteracy among the population (40%). Hence, 




at reinforcing compulsory education. Subsequently, compulsory schooling was increased 
to 4 years, first for boys, in 1956, then for girls, in 1960. In 1964, it was further extended 
to 6 years and the “Ensino primário” was divided into 2 cycles: the elementary cycle, 
lasting 4 years, and the complementary cycle, lasting 2 years. This scheme applied to 
students who enrolled in their first year of schooling in 1964. In 1967, the “Telescola” 
(teaching by television), in parallel to the primary complementary cycle, and the “ciclo 
preparatório”27 to upper secondary education (replacing the first two years of “ensino 
liceal” and “ensino técnico-profissional”) were introduced.   
 
In 1972, the segregated teaching for boys and girls was replaced by a co-educational 
system. In 1973, the preparatory cycle is introduced in urban areas (Law 5/1973) at the 
primary education level in addition to the four-years of the first cycle.  
 
The Revolution of 1974 and the overthrow of the Salazar regime disrupted the education 
system. Nevertheless, some innovative measures were taken with regard to the school 
management in 1975 and in 197628; and in 1979 the complementary primary cycle for 
“ensino primário” was abolished. The current Portuguese educational system is still 
governed by the constitution of 1976. The constitution guarantees the right to create 
private schools. It proposes to eliminate illiteracy, to provide special education to those 
children who need it, and to preserve the autonomy of the universities. It guarantees the 
rights of teachers and students to take part in the democratic administration of the 
schools.  
 
During the 1980s, as Portuguese politics quieted and returned to the centre, the education 
system also became less frenetic, greater emphasis was placed on learning, and efforts 
were made to raise the level of the country's schools closer to that of the rest of Europe. 
On the one hand, the freedom of education got clearly delimited by the Decree-Law No. 
553/80 on the Statute on Private and Co-operative Education, the Education Act of 1986 
                                                 
27 The “ciclo preparatório” to upper secondary education was defined in 1968 as a way to extend basic 
culture in the pursuit of studies and as a process for guiding students in their learning choices. The study 
plan was organized in 5 groups: Spiritual and National training (Portuguese Language, History and 
Geography of Portugal, Morals and Religion); Scientific training (Mathematics, Natural Sciences); Arts and 
Craft skills (Drawing and Manual Work); Musical, gymnastic and sports activities (Musical education and 
Physical education); Foreign Languages, French or English. The curriculum for the TV preparatory cycle 
was identical, except for the foreign languages, in which only French was taught. 
28 Decree-Law No. 769-A/76 regulating the democratic process of election and participation of new 




(specifying that the State may not have the right to plan education and culture according 
to just any philosophical, aesthetic, political or religious guidelines), the Decree-Law No. 
286/89 on the guidelines to the introduction of the 1986 curricular reform and the Decree-
Law No. 43/89 on the legal scheme for school autonomy. On the other hand, compulsory 
education got extended to 9 years, with “ensino básico” covered by three consecutive 
cycles, of which each is responsible for completing, enhancing and extending the work of 
the previous one with a view to global unity.  
 
The 1990s were in turn marked by a series of pedagogic measures to improve the learning 
environment29. In 1999, the framework was laid for the transfer of power and 
responsibilities to the local authorities. Finally, in 2000, the Order No.12/00, of 29th 
August, stipulated the necessary requirements for the constitution of public pre-school 




Although the foundations of the Spanish education system were set by the Spanish 
Constitution of 1812, it is in 1857 that the first definition of the contemporary education 
system was provided by the Public Education Act (Moyano Act). This act consolidated 
the liberal education system and launched more than a century of stability in public 
education development30. It regulated initial education, divided into elementary 
(compulsory and cost-free for people who could afford it) and higher education. In 
addition, it consolidated private education, mainly provided by Catholic schools. Some of 
the most important changes to primary education came with the establishment of the 
Second Republic in 1931. During this time, the single school unit, together with 
compulsory and free primary education, was established. Other important changes during 
this time regarded the use of regional languages as languages of instruction and the non-
compulsory teaching of religion. In 1933, primary education inspection was abolished. 
From the end of the Spanish Civil War until the 1970s, especially with the death of 
Franco, one of the principal functions of primary education was the teaching of the 
Francoist ideology of "national Catholicism." Important educational legislation was 
                                                 




enacted in 1945 (The Primary Education Act of 1945) and in 1953 with the Educational 
Establishment Law. According to the latter, the Spanish Educational system was 
organized into two different systems. The first was a system of primary education for 
students aged 6 to 13 years, who terminated their studies at age 13. The second system 
was organized around primary education from 6 to 9 years of age, which was followed by 
secondary education from the ages of 10 to 17. The later was designated as the group that 
would have access to higher education.  
 
Further on, in 1970, the General Act on Education and Financing of Educational Reform 
regulated for the first time in the century the entire Spanish education system. It 
established the so-called “Educación General Básica” (EGB), i.e. a general education 
based on a non-discriminatory and compulsory full schooling system for pupils aged 6 to 
14, comprising the present primary (ISCED 1) and part of lower secondary education 
(ISCED 2). This important law was followed in 1985 by the Act on the Right to 
Education (“Lay Orgánica Reguladora del Derecho a la Educación”, LODE) and in 1990 
Act on the General Organisation of the Education System (“Ley de Ordenación General 
del Sistema Educativo”, LOGSE), which extended the duration of compulsory education 
up to the age of 16 and stipulated that primary education and compulsory education 
(ESO) shall constitute basic education (compulsory and cost-free). Primary education was 
thereby designed as a new educational level for pupils from 6 to 12 years old31. The 
curricular upgrades implied by these reforms occurred at the regional level during the 




Finally, compulsory elementary schooling was formally introduced in Sweden in 1842. 
Elementary school (“folkskola”) was long a poor-man’s school with no connection with 
higher education. It was chiefly in the towns that state grammar schools grew up, with 
tuition that led to matriculation, along with municipal ‘intermediate’ schools and lower 
secondary schools with tuition leading to the lower school leaving certificate. The 
                                                                                                                                                  
30 Even during the years 1874 to 1923, the time of the Spanish Restoration and the Dictatorship of General 
Primo de Rivera, when a series of educational reforms were established in Spain, they did not change the 




elementary school was co-educational from the outset. The grammar schools and lower 
secondary schools were not open to girls who were instead referred to separate girls’ 
schools. Although co-educational lower secondary schools were introduced from the 
beginning of the 20th century, there were still a large number of girls’ schools32.  
 
The Swedish primary school remained untouched until 1962, when the 9-year compulsory 
comprehensive education was introduced throughout the country by combining the 7-year 
elementary school (“sjuårig folkskola”) and the 4-year lower secondary school 
“realskola” into the compulsory school “grundskola”. At the same time, schools were 
given their first modern curriculum. This law got, however, fully implemented only in 
1972. The second main reform of the century occurred with the Education Act 
(Skollagen, SFS) of 1982 (still in force). It delegated the full responsibility for school 
management to the municipalities, which were obliged to provide a number of basic 
services and to ensure that Swedish schools would uphold equivalent standards. In 1991, 
some of the responsibilities allocated to the municipalities were transferred back to the 
Riksdag and the Government. The municipalities retained primary responsibility for 
schooling, while the Parliament (“Riksdag”) and the Government set up goals for 
schooling through the Education Act, curricula and ordinances. As a consequence, since 
1993, pupils’ home municipalities have been required to provide the funds for those 
attending a grant-aided independent school, which has led to the establishment of many 
such schools. Furthermore, the current curriculum for compulsory school (“Läroplan för 
det obligatoriska skolväsendet, förskoleklassen och fritidshemmet”, Lpo94) dates back 
from 1994.  
 
2.2.2. Teachers recruitment, training and salaries (ISCED 1) 
 
A second major trend of the primary reforms of the second half of the century concerns 
the upgrading of teacher requirements and, thereby, the promotion of teacher training and 
teaching salaries (Figure 2.2.2.).  
                                                                                                                                                  
31 The LOGSE and LODE were repealed in 2002 by the Act on the Quality of Education (“Ley Orgánica de 
Calidad de la Educación”, LOCE). The LOCE kept however the same basic organization as the previous 
legislation as far as primary education was concerned. 
32 URL: http://www.unesco.org/education/wef/countryreports/sweden/rapport_1.html, retrieved November 
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FIGURE 2.2.2. TEACHERS RECRUITEMENT, TRAINING AND SALARIES (ISCED 1) 
Note:  DK=Denmark; FI=Finland; GR=Greece; HU=Hungary; IT=Italy; PT=Portugal; SE=Sweden. 
 
 
Denmark provides a good example of continuous efforts in this matter. The 1814 Law 
already organised the training of teachers in parsonages and state training colleges. The 
recruitment of teachers in public schools was further regulated in 1867 and 1900. A series 
of laws, in 1908, 1919, 1931 and 1946, regulated the salaries of teachers in “Folkeskoler”, 
and in 1937, a new law regulated further the recruitment of teachers by imposing the 
completion of the Teaching Examination (“Lærerprove”) to be entitled to teach. That rule 
was strictly applicable to all teachers except those with more than 10 years of experience, 
or those practicing in schools with less than 10 pupils, who were eligible for special 
derogations. This law was further supplemented by the 1954 law about Folkeskoler 
teacher training. In 1966, the Act on teacher training required an upper secondary 
education (i.e. “studentereksamen” or higher preparatory examination (HF)) to be 
admitted for teacher training. During the 1970s, the demand for teachers decreased and 
necessitated an adaptation of the teacher training recruitment. Hence, in 1978, an act was 
passed on course activities at colleges training teachers for the folkeskole; in 1979, 
colleges of education were included into the 1977 act on higher education admission 




and new liberal examination forms33 were instead introduced to adapt the supply to the 
demand of teachers in the educational system; and in 2000, the Danish University of 
Education Act and the CVU-Act (Centres for Higher Education Act) reduced the number 
of educational institutions for teachers and reduced costs of these institutions. The acts of 
1991 and 1997 further redefined the content of teacher training programme and the 
agreements of 1993 and 1999 redefined the status of the teachers, replacing the civil 
servant status by employment on group contract basis for future employment (1993), and 
making salaries more flexible, decentralised and individualised, linked to the targets and 
results of teachers’ activities (1999).  
 
Another interesting example is Finland. In the 1970s, the implementation of the 
comprehensive system in Finland went hand in hand with substantial revisions in teacher 
training, with the goal of raising teacher education to the university level. The 1971 
Teacher Education Act (“Oppetajankoulutuslaki”, 844/1971) upgraded and transferred 
initial training for primary education from teacher training colleges to university 
education institutions. The 1978 Decree (530/1978) on studies in Education upgraded the 
requirements for teachers in lower secondary education from a university degree of 
“kandidaatin tutkinto” (awarded following 3 years of full-time university study) to a 
“maisterin tutkinto” (5 years of full-time university study). Whereas the 1995 Decree on 
Degrees in Education and Teacher Education (576/1995) expanded teachers’ professional 
qualifications, the 1998 Basic Education Act and Decree uniformed initial teacher 
training, and the 1999 Amendment to the 1998 Decree on Qualifications of Educational 
Staff required from teachers to have completed study in their subject with a minimum of 
35 credits (1,400 hours). Specific measures were also taken to increase public spending in 
teacher salaries (see, for instance, the teacher agreement of 1984 introducing an increase 
in the initial pay of new teachers and significant changes in the collective agreement 
system of the educational sector) and in in-service training (Decree of 1996 and 
programme of 2001-2003).  
 
In Hungary, the 1985 Act on Education explicitly confirmed the professional 
independence of teachers and the 1993 Act on Public Education regulated their 
qualifications and working conditions, specifying that teachers needed at least a 
                                                 




“föiskola”, a non-university-level qualification, for employment. The duration of initial 
teacher training was fixed at four years in “föiskola” programmes and five years in 
university-level programmes. In 1996, an amendment to the 1993 Act introduced a 
quality bonus system and described a system of in-service training in which 120 hours in 
seven years were compulsory for all teachers. In addition, a special examination for 
teachers was introduced and made compulsory for those newly employed. This new 
system was regulated by a government decree at central level but the in-service plan had 
to be prepared at the school level. More recently, the Decrees No. 111 and 277 of 1997 
(still in force), defining the common training requirements for all teacher qualifications 
and regulating in-service teacher training in detail, introduced arrangements for 
specialised examination of teachers and general compulsory in-service teacher training. 
The compulsory 120-hour in-service training required once every 7 years could be 
completed by taking a new initial or specialised postgraduate training course. Teachers 
holding this specialised examination qualification became entitled to a higher salary scale. 
The corresponding examination had to be conducted by higher education institutions. Any 
institution could obtain the right to offer in-service teacher training, on condition that its 
Charter entitled it to participate in adult education and that its programmes were 
accredited by the Ministry of Education. During the school year 1997-98, the SULINET-
IRISZ programme was launched for the provision of adequate equipment, technology and 
educational content and information about ICT. And in 1999, the Public Education Act 
was amended to abolish the compulsory nature of the specialised examination for 
teachers. 
 
Moreover, in Italy, new teaching programmes were designed in 1958 to replace the 
curricula of 1955, but they came into effect only in 1987. In Greece, further education for 
teachers was formally required by the 1985 Law (still in force). In Portugal, the Decree-
Law No. 1/98 approved the new career status for pre-school education teachers and 
teachers of “ensino básico” and upper secondary education. In Sweden, the Education Act 
of 1985 (still in force) established that all school teachers in municipal schools shall be 
municipal employees. To become permanently employed, a teacher was required to have 
completed a teacher study programme at a university or university college. Applicants not 





fulfilling this requirements could only be appointed for a maximum of 12 months at a 
time. 
 
2.2.3. The linguistic concern (ISCED 1) 
 
Another cross-border trend in the century’s primary education reforms, concerns 
language teaching. The language of instruction became the most important subject in term 
of taught time. In almost all education systems, foreign language teaching became 
compulsory and non-native pupils of foreign mother tongue received special assistance in 
the form of language support measures within normal school hours and/or in separate 
groups/classes (EACEA, 2009). Table 2.2.3 presents the year of occurrence of the 
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FIGURE 2.2.3. LANGUAGE ACQUISITION REFORMS (ISCED 1) 
 
 
One of the first countries to face the linguistic concern has been Belgium. Until the 
second half of the 20th century, throughout Belgium, all administrative offices, courts, 
hospitals, and other institutions functioned using French as their language. In the Flemish 




primary education was available in Flemish, taught in one of the dialects of the region. By 
the mid-nineteenth century, a Flemish political movement had developed under the 
leadership of Flemish intellectuals, who adopted the Dutch language spoken by their 
northern neighbour as a unifying language for the Flemish people, pushing the diverse 
multitude of local dialects into the background (a move that has come to be criticized by 
scholars who see in it the deepening marginalization and even disappearance of local 
culture and folklore). Legislation passed in 1898 recognized Dutch alongside French as 
an official language. However, the Flemish population continued to be treated as second 
best. While a 1932 law required that the language of instruction in primary and secondary 
education be that of the region (Dutch in Flanders, French in Wallonia and German in the 
municipalities of the eastern part of Belgium), the law also provided too many loopholes 
for the Flemish to give up demands for cultural equality34. In the 1960s, the Second 
Gilson Act established four language areas (Dutch-speaking, French-speaking, German-
speaking, and Bilingual), which entered into force on August 2, 1963. The division into 
language areas was included in the Revised Constitution in 1970. Through constitutional 
reforms in the 1970s and 1980s, regionalization of the unitary state led to a three-tiered 
federation: federal, regional, and community governments were created, a compromise 
designed to minimize linguistic, cultural, social, and economic tensions. The article 4 of 
the 1970 Belgian constitution states that each municipality must belong to only one of the 
four official language areas established in 1962–63. In the three officially unilingual 
language areas, a couple of dozen municipalities in the vicinity of another language area 
must provide limited facilities for speakers of that other language. Hence, teaching of a 
second language is made compulsory as from the 3rd year of primary school in both the 
Brussels-Capital Region and in those municipalities with special status.  
 
Other examples of linguistic measures are provided by Austria, Greek and Portugal. In 
1982, Austria included modern foreign language (English or French) as a “Verbindliche 
Ubung” (compulsory exercise) for grades 3 and 4. In 1991-93, the programme of modern 
foreign language was expanded to include minority languages spoken in Austria and in 
Austria’s neighbouring countries. Further, the “Schulorganisationsgesetz” (School 
Organisation Act) was amended to transfer the pilot project “modern foreign language as 
                                                 
34 URL: http://education.stateuniversity.com/pages/151/Belgium-CONSTITUTIONAL-LEGAL-




of grade one” into mainstream education as of September 1998; and in 2003, foreign-
language instruction became compulsory at all primary schools from grade 1.  
 
In Greece, the Law 1566 of 1985 (still in force) established the single-accent system 
(monotoniko systema) in the Modern Greek language, and the Law 2413 of 1996 
instituted new methods of education (including language acquisition methods) for 
children from abroad.  
 
In Portugal, the Decree-Law No. 286 of 1989 introduced a foreign language from the 1st 
cycle on, providing structured, sequential teaching of foreign languages; and the Order 
No. 60/SEEI/96 of 1996 defined the conditions in which a start could be made to learn a 
foreign language in the 1st cycle. 
 
During the 1990s, almost all the European countries have followed similar paths and 
instituted foreign language teaching at the primary level. 
 
2.2.4.  Special education reforms (ISCED 1) 
 
At last, special education is the education of students with special needs. The OECD has 
defined this category of students into a tri-partite cross-national classification system: 
Category A covers those students whose disabilities have clear biological causes; 
Category B covers those students who are experiencing learning and behaviour 
difficulties for no particular reason; and Category C covers those students who have 
difficulties arising from disadvantages. The number of students involved reaches 30% in 
some countries and justifies why specific measures had to be adopted to assert how (e.g., 
additional educational services, different approaches to teaching) and where they should 
be educated (special schools, special classes or regular schools) (OECD, 2000). As 
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FIGURE 2.2.4. SPECIAL EDUCATION REFORMS (ISCED 1) 
 
Among the first initiatives were the Danish Act of 1966 introducing a pedagogical 
specialisation in teacher training which lead to a growth of interest for special education 
at the expenses of small children education (which was followed by the 1993 and 1994 
Acts promoting differentiated teaching, i.e. teaching adapted to the individual pupil as far 
as possible); the Belgian pedagogical innovations of the 1970s; the Italian Law 517/1977 
imposing the integration of disabled pupils into ordinary classes and abolishing special 
classes; the French new structural reforms of the 1980s, particularly with regard to “zones 
d’éducation prioritaires” (priority education zones) or “ZEP”s, which aimed at providing 
a greater support to schools with the most problems; and the Dutch WBO and ISOVSO 
Acts of 1981. 
 
In Belgium, a whole range of pedagogical innovations were introduced in primary 
education from the 1970s onwards. An example is the foundation of specialised psycho-
medico-social (PMS) centres35 after the law on special education (1970) came into force. 
Another example is the launch by the Flemish Community in 1973 of a number of 
                                                 
35 Belgium had given the psycho-medico-social (PMS) centres a legislative framework and strict 
regulations for health supervision in schools in the 1960s (1962 and 1964). In 1981, all the Career Guidance 
Services were transformed into PMS-centres, and in 1985, PMS-centres were extended to include 
vaccinations, health advice and health education. At the same time, individual check-ups were expanded to 




experimental reform initiatives in a few schools which resulted in a large-scale innovation 
project, the so-called “Vernieuwd Lager Onderwijs” (Renewed Primary School, RPS) in 
the Dutch speaking part of Belgium36. The project began as part of a national 
commitment to innovative reforms. The project’s many goals focused on increasing 
interdependence among educational resources to support a more individualized, 
humanized, and effective response to pupil needs. Schools participating in the RPS effort 
usually selected one or two innovations for implementation from among those 
suggested37 (Vandenberghe, 1985, 1992). From the 1980s, these experiments were 
institutionalized and spread at the national level. For instance, the relative organizational 
freedom introduced in 1984 allowed elementary schools to set up a so-called “adaptation 
class”, in which a remedial teacher was responsible for organizing help for children with 
modest or occasional learning difficulties. For particular periods, these children could be 
withdrawn from their normal class and taught individually or in small groups those parts 
of the basic subject matter which they had failed to master at a given point in time. For 
the rest of the school activities these children could attend their regular class. Further on, 
the French and the Flemish Communities established a committee for the remodelling of 
elementary education, in 1989 and 1990, respectively. The aims of this committee was the 
implementation of a more differentiated approach accustomed to children’s individual 
learning progress and educational needs (Roelands & Druine, 1999).  
 
In the Netherlands, the 1981 ISOVSO Act (Special Education Interim Act), which got 
implemented in 1985, governed the functioning of special schools (“special onderwijs”). 
In 1988, the Primary Education Act specified the so-called “Going to School Together” 
(WSNS) policy according to which, in the case of children needing extra help, schools 
shall provide individual attention tailored to the needs of the child. Ordinary primary 
schools and special schools for primary education shall work together, so that as many 
                                                 
36 The organization and innovation policy concerning the renewal of the primary in the French speaking 
part (Wallonie) are different from the developments in Flanders (Vandenberghe, 1985). 
37 The innovative themes of the RPS included the following options: the enhanced integration and 
interdependence between the kindergarten (2.5 years – 6 years) and the elementary school (6-12 years). 
Also, an enhanced continuity between the different grades of the primary school; An increased and more 
effective individualization during the elementary grades, particularly in relation to reading and arithmetic; 
An enhanced contact and collaboration between classroom teachers and a remedial teacher, to better 
support the work with special needs children in regular classrooms; An increased emphasis on the socio-
emotional and creative development of the pupils. A more child-directed approach was one of the key ideas 
of the RPS; Finally, better interdependence with resources in the community environment, in terms both of 
the students going out into the community to learn and of people from the community being used as 




children as possible can stay at ‘ordinary’ schools. Special schools for primary education 
shall only be intended for children who really cannot cope at an ordinary school, despite 
extra help. The WSNS policy did not get implemented before 1996. In 1998, the Primary 
Education Act (WPO) and Expertise Centres Act (WEC) replaced the 1981 WBO and 
ISOVSO Acts. Primary education now encompasses mainstream primary schools (BAO) 
“basisonderwijs”, special schools for primary education (SBAO) “special basisonderwijs” 
and special primary and secondary education ((V)SO). One of the purposes of these new 
Acts is to ensure the proper implementation of the WSNS policy.  
 
After the success of these first experiments, a new wave of reforms on “special 
education” was launched at the end of the 1990s38. In Finland, according to the Basic 
Education Act (628/1998), the Basic Education Decree (852/1998), the Government 
Decree on the objectives and time allocation in basic education (1435/2001) and the 
National Curriculum 2004 given by the National Board of Education, learners are 
considered to have special educational needs when their possibilities for growth, 
development or learning are decreased by the reason of disability, sickness or decreased 
working order. Learners with need of psychological or social support or at the risk at 
these areas have right to support for the learning. Pupils with minor learning or 
adjustment difficulties have the right to receive part-time special needs education in 
conjunction with mainstream instruction. If a child cannot cope in mainstream education 
due to disability, illness, delayed development, emotional disorder or some other similar, 
he or she may be admitted to special needs education. Special education is provided 
primarily in conjunction with mainstream instruction or in a special class or at some other 
appropriate location.  
 
In Ireland, the Education Act of 1998 made provision for the education of every person in 
the State, including any person with a disability or other special need. More recently, the 
Education for Persons with Special Education Needs of 2004 aimed at providing a 
legislative framework for the provision of services to children with special needs, 
including those in the age range from birth to 6 years, and at bringing essential 
clarification to the role of the State and its various agencies in the provision of services. 
                                                 
38 Only two countries passed laws on special educational needs in the early 1990s, namely Portugal and 





Other examples include the Greek Law 2413 of 1996 instituting new methods of 
education for children from abroad (still in force); and the 2001 measures, in the Czech 
Republic, allowing for the establishment of preparatory classes for socially disadvantaged 
children the year prior to their start of compulsory education.  
 
2.3. Secondary and post-secondary non-tertiary reforms 
(ISCED 2-4) 
 
The following section displays the main reforms39 affecting the last century’s secondary 
education and post-secondary non-tertiary education, corresponding to the ISCED levels 
2, 3 and 4. It starts with a review of the main organizational and curricular laws (2.3.1), 
following with main reforms affecting teachers (2.3.2) and school autonomy (2.3.3), 
before ending with core ‘special education’ reforms (2.3.4).  
 
2.3.1.  Organizational and curricular laws (ISCED 2-4) 
 
Figure 2.3.1 presents an overview of the years of organization and curricular laws by 
country in alphabetic order. 
 
                                                                                                                                                  
students with special educational needs; and the 1993 Austrian reform integrated disabled pupils into 
primary education. 
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The century shift was still ruled by the 1774 School Reform passed during the reign of 
Empress Maria Theresa and establishing the “Hauptschulen” (general secondary schools) 
in towns offering comprehensive instruction. Despite its long existence, it is only in 1927 
that the 4-year “Hauptschule” fully replaced the old 3-year lower cycle of secondary 
“Bürgerschule”, dividing the pupils of each year into two ability groups. 
 
In the 1960s, new reforms were launched to create a regulated legal framework for the 
“Allgemein bildende höhere Schulen” (academic secondary schools)40. An essential 
innovation created by the 1962 School Organisation Act was the pre-vocational year 
(“Polytechnischer Lehrgang”) laid down as one form of the ninth compulsory year of 
schooling. The Polytechnischer Lehrgang became operational in 1966 in newly 
established independent schools or in pre-vocational classes, organized in conjunction 
                                                 
40 In 1962, three fundamental acts were passed, namely the “Schulorganisationsgesetz” (School 
Organisation Act), the “Bundes-Schulaufsichtsgesetz” (Federal School Inspection Act) and the 




with other compulsory schools, e.g. Volksschulen (primary schools), Hauptschulen 
(general secondary schools) or Sonderschulen (special schools). In 1974, the 
“Schulunterrichtgesetz” (School Education Act) defined the internal structures of the 
“Allgemein bildende höhere Schulen”.  
 
After a decade of trial runs, the New Hauptschule became a part of standard schooling. 
Innovations included the elimination of the two streams and joint instruction in all 
compulsory subjects, with the exception of German, Mathematics and Modern Foreign 
Languages, where the pupils were divided into three ability groups41.  In 1988, the School 
Education Act was amended towards a more individual shaping of school life by 
introducing elective compulsory subjects and a new conception of the school-leaving 
examination “Reifeprüfung” (matriculation examination). In addition, the School 
Traineeship Act (“Unterrichtspraktikumsgesetz”) was adopted. In 1997, the 
“Polytechnischer Lehrgang” was reformed to “polytechnische Schule” (pre-vocational 
school)42. At the end of the 1990s, the “Lehrplanreform” (curricular reform) compelled 
both types of lower secondary school to cross-subject teaching, and in 2000, the new 
curricula for Hauptschule (general secondary school) and the lower cycle “Allgemein 
bildende höhere Schulen” (academic secondary school) were adopted allowing for the in-




In 1887, Belgium passed its first Act on the structure of secondary education (known as 
"enseignement moyen"). More weight was put on modern grammar school (with the 
emphasis on modern languages and sciences) in addition to the classical courses of study 
(Latin-Greek and Latin). Moreover, secondary schools were established which did not 
offer grammar-school education but which were aimed at preparing youngsters for a 
career in commerce, industry, administration and the world of finance. In parallel, 
technical education saw the light of day during the 19th century. It set up as a separate 
                                                 
41 The introduction of ability group instruction in Haupschulen dates back from the School Organisation 
Act of 1982. 
42 The newly structured Polytechnische Schule has led to an excellent ratio of school-to-work transition for 
pupils completing this school type. Some 90% school leavers go on to be trained in the “Duales System” 
(dual educational system) or in “Berufsbildende mittlere Schulen” (medium-level technical and vocational 





branch of education, alongside the existing secondary schools. This type of education, 
geared towards agriculture, horticulture, industry and commerce provided evening and 
Sunday classes of a practical and utilitarian nature43. In 1933, a Royal Decree gave 
technical education a coherent school classification under the remit of the Minister for 
Public Education (before, the management of technical education was the responsibility 
of various ministers: Agriculture, Trade and Labour)44. 
 
Although a first attempt had been made in the 1920s to define equivalence between the 
study of classics ((Latin and Greek, Latin and mathematics, or sciences) and the 'modern 
humanities' (science section and commercial and industrial section), it was only through 
the Co-ordinated Royal Laws of 1957, regulating both "enseignement moyen" and 
technical education, that gateways between the two types of education were organized. 
These gateways, however, served only at transferring from "enseignement moyen" to 
technical education, and, in case of failure, to vocational training, but not the other way 
round. This transfer was made possible by the establishment of new sections and 
structures referred to as "Type 2" secondary education. At the same time, technical and 
vocational education was given a structure equivalent to that of general education.45  
 
The 'school pact' Law of 1959, which guaranteed families the opportunity to exercise 
genuine free choice between the secular 'official' (public) education system and 'free' 
(private), and essentially Catholic, education system, and which instituted compulsory 
schooling as free of charge in all sectors, played an as important role for secondary 
education as for primary education. Similarly, the 1963 Law, concerning the use of the 
official language in education, influenced massively all levels of education with the 
emergence of the Dutch language in the Flemish community as a reactionary movement 
                                                 
43 The 1914 Law established free of charge compulsory education for all children aged 6 to 14. Until then 
elementary education consisted of three stages of two grades each, but the law of 1914 established a fourth 
stage for children between the ages of 12 and 14. Its implementation was delayed by a few years by the 
First World War. 
44 Technical schools were classified into 4 categories: A1, A2 for full-time courses; B1, B2 for evening 
classes; C1, C2 for girls' schools; D for schools and courses to train future male teachers of technical 
courses. 
45  The Royal Decree of June 1984 established gateways between each year on vocational education and the 
corresponding year in technical or general education to enable pupils in vocational education to earn 
certificates equivalent to the ones conferred in other forms of education. That decree also introduced dual 
education and training on an experimental basis for a period of two years (extended to 1991).  




against the historical dominance of the French language46. Another important reform of 
the 1960s has been the 'Omnivalence law' of 8 June 1964, which specifically catered for 
greater access to higher education and to certain university faculties. This evolution had 
both a qualitative (structural changes) and a quantitative dimension (the 'school boom'). 
The "Omnivalence" Law modified the university admission requirements by introducing 
a final exam at the end of "enseignement moyen", teacher training schools, and certain 
technical streams. Passing that exam meant obtaining the "Diplôme d'Aptitude à accéder à 
l'Enseignement Supérieur" (DAES), which gave access to tertiary education.  
 
The Law of 27 July 1971 established a single structure for secondary education, called 
'Type I' education, to postpone the choice of stream to the age of 15 or 16. Studies (for all 
forms of education) were re-structured into three two-year stages: observation stage, 
orientation stage, and determination stage. The type I education was characterized by 
active methods centred on the pupil. Preparatory classes were introduced to facilitate the 
transition from "enseignement fondamental" (elementary education) to secondary 
education and a wide choice of options were offered. Another major law affecting 
the whole Belgian secondary education has been the 1983 Law on compulsory education 
(still in force), which increased its duration to 12 years (full-time until the age of 15, then 
part-time until the age of 18).  
 
By the end of the 1980s, in application of the revised Constitution, each community 
started adopting differentiated laws and regulations in all public sectors, including 
education47. As a consequence, parallel reform agendas developed.  
 
Among the numerous structural measures passed by the Flemish Community are the 
decisions of 1997 on the monitoring of learning achievement in secondary education; on 
the final and developmental objectives for mainstream basic education (amended in 
1998); and the decree of 1998 creating the Centres for Pupil Guidance. The objective of 
these measures was the optimization of the orientation of pupils, so that each pupil would 
receive an education which corresponds best to his own interests and capacities. The 
decisions of 1999 contributed to that effort by promoting entrepreneur training and by 
                                                 




stipulating the conditions for the application of a program in the part-time art education 
and the conditions for the report of a structure modification in the existing part-time art 
education. 
 
On the other hand, the French Community established the "Conseil Supérieur de 
l'Education et de la Formation" (Higher council for Education and Training) in 1990 with 
two 'chambers', one for education and one for training; and in 1991, a permanent structure 
for dual education and training and the "Fonds d'Impulsion pour la Politique des 
Immigrés" (FIPI, or Fund to Promote Policies for Immigrants), which introduced the 
"Zones d'Action Prioritaire" (ZAPs, or priority action zones) to undertake supportive 
action more with the aim of achieving social integration than of boosting attainment at 
school. Then, following the conclusions of an OECD report, the French Community 
embarked in comprehensive reforms of compulsory education resulting in the adoption of 
a global and progressive strategy for joint initiatives common to the different "réseaux" of 
schools. The Decree of 29 July 1992, extended and amended 26 times until 31 December 
2007, regulated ordinary full-time secondary education by addressing topics concerning 
the creation and maintenance of educational institutions, the calculation and usage of the 
number of periods-professors, the use of promotion within establishments, the counting of 
pupils, and the inter-institutional consultation committees. In 1994, an agreement was 
reached between teachers of "enseignement fondamental" and the first stage of secondary 
education on a working document related to the "socles de compétences" to be achieved 
at ages 8, 12 and 14. These references were designed to determine the notion of education 
level and to serve as the basis for the elaboration of curricula. Since school start in 1994, 
the first two years of secondary education (the observation stage) have formed a complete 
cycle during which there could be no repeats or failure.  
 
In 1995, a decree fixed the general provision of higher education in the "Hautes Ecoles" 
including a variety of measures relevant to higher education. These measures resulted in 
the merge of secondary schools with less than 400 pupils, revised the options and reduced 
the amount of teaching through a reform of the way in which the NTPP was calculated. 
At the end of the 1990s, the priority tasks for compulsory education, the "socles de 
                                                                                                                                                  
47 Belgian Special Law on the financing of the Communities and Regions of 1989 (16/01/1989, B.S. 
17/01/1989) introducing mechanisms aimed at making them financially accountable for their new 




compétences", final achievement targets and the qualification and training profiles were 
defined by decree in 1997, and gradually adopted over the coming years. The year 1998 
was in turn marked by the introduction of positive discrimination48 into schools with large 
numbers of pupils in great difficulty, the allocation of additional resources to schools, and 
the adoption of conventions for the socio-professional insertion applied to dual education 
and training structures. 
       
CZECH REPUBLIC 
 
The secondary education system of the century shift was marked by vocational oriented 
programmes inherited from the 19th century. In 1849, the publication of the "Outline of 
Gymnázia and Reálka in Austria" established an eight-year gymnázium and a seven-year 
reálka, a type of skills-oriented secondary school preparing pupils for both employment 
and further studies of a technical nature. This structure forced children to decide on their 
future studies at the age of 10. Further on, the Entrepreneurial Act of 1859 laid down 
clear rules for the training of apprentices, including for instance an obligation to conclude 
education contracts with apprentices which stated the length of the training period 
(maximum 4 years) and stipulated an obligation to attend 'schools for industrial 
education'. In 1864, the system of agricultural schools was founded followed, in 1872, by 
the "Českoslovanská obchodní akademie" (an upper secondary vocational school – the 
Czech-Slav Business Academy). Finally, the systematic development of vocational 
education dates back from 1875. Besides "pokračovací učňovské školy" ('continuation' 
apprentice schools providing additional education to apprentices on top of their practical 
training) it also included state "vyšší" and "nižší průmyslové školy" (lower and upper 
industrial schools) with day classes during the whole of the school year. Education in 
"průmyslové školy" was vocational. If general subjects were included in the curriculum, 
they were intended to provide a basic knowledge in the relevant study field. 
 
It is only in the 1920s that general programmes emerged at the secondary level. The 
"Vyšší průmyslové školy" began to offer general education that provided these schools' 
pupils with the possibility to pass an examination "maturitní zkouška" entitling them to 
                                                 
48 The positive discrimination policy included measures such as an increase in human resources, 




study at technical universities. In 1930, industrial schools became vocational schools and 
in 1946 general subjects were introduced in vocational schools. Since then, the training of 
apprentices has been considered a special type of education. Moreover, the 1948 Law 
introduced the basic provisions for uniform education. Since lower secondary schools 
operated as one unit with primary schools, together forming the "základní škola", any 
reference to a secondary school subsequently implied that it was a school providing 
''upper secondary'' education. The law significantly weakened the selective nature of 
"gymnázia": pupils could enter gymnázium in the same way as other secondary schools, 
i.e. after the completion of a uniform "základní škola". The "Střední odborné školy" 
provided both vocational and general education. The "maturitní zkouška" became a 
compulsory school leaving examination in all types of "střední odborné školy" that 
prepared pupils for admission to "vysoké školy". "Střední odborné školy" have 
maintained this position within the secondary education system up to today. Under this 
law, schools training apprentices were brought into the education system and this is still 
the case today. A system of vocational courses was set up leading to the acquisition of a 
professional qualification. 
 
In the late 1950s-early 1960s, several reforms of the education system took place. First of 
all, training for manual and other similar professions became more academically 
demanding. Apprentices were trained in "odborná učiliště" (training institutions) and 
"učňovské školy" (vocational schools), which were a form of secondary education along 
with "gymnázia", "střední odborné školy" and secondary schools for on-the-job training. 
Their curriculum included an increasing percentage of general subjects. At the same time 
the education offered by the gymnázium became less general: with the slogan ’school for 
life’, ‘production practice’ was introduced into its timetables implying, as a rule, 
unskilled manual work. 
 
The adoption in 1976 of the Communist Party directives "Další rozvoj československé 
výchovně vzdělávací soustavy" (The Further Development of the Czechoslovak 
Education System) had three main objectives. It aimed first at turning education into an 
instrument for ideological indoctrination; second, at preparing the labour force for the 
centrally planned state-owned economy; and third, at integrating teacher education for 
                                                                                                                                                  




lower and upper secondary level. Hence, the reform of 1976 made secondary education 
accessible to everybody by instituting 10-year compulsory schooling (8 years at základní 
školy and 2 years at střední školy). The School Acts of 1978 and 1984 "Zákon o soustavě 
základnícha, středních škol (školský zákon)" (Act on Basic Schools, Secondary School 
System (School Act)) enhanced these efforts. The 1984 School Act brought all three types 
of secondary education, i.e. "gymnázia", "střední odborné školy" and apprentice training, 
into line and gave them equal importance.  
 
Finally, after the fall of the Soviet Union, the Czech Republic returned to 9-year 
compulsory school and, successively, to 9-year základní škola. The whole education 
system was transformed to adapt to a pluralist democracy and market economy, to 
implement fully autonomous teacher training as part of curriculum development at 
university faculties and to improve the relevance and effectiveness of initial teacher 




The Danish secondary education system of the 20th century inherited its structure and 
contents from a few key laws of the end of the 19th century. Indeed, the scientific and 
technical development of the 19th century led in 1871 to a division of the Gymnasium 
education into two lines: the linguistic and the mathematics-science line, which remained 
untouched until 190349. During the same period, vocational secondary schools emerged in 
parallel to the traditional general secondary schools. In 1875, public grants were allocated 
to the construction of technical and commercial schools (first allocated by the State then 
by municipalities) and in 1888, the 3-year Higher Commercial Examination (HHX) was 
established on a private initiative at Niels Brock’s Business College in Copenhagen with 
a structure, which in the main can still be found today’s programme. The range of 
subjects comprised both commercial and general subjects.  
 
                                                                                                                                                  
are with their parents or guardians. 
49 In 1903, at Gymnasium, Latin and Greek were replaced by English, German and French as the main 
subjects of the linguistic line. At the same time, the 3-year course of the Gymnasium was put in organic 
connection with the municipal school through the establishment of the Middle School (grades 6-9), which 




At the dawn of the 20th century, an important structural change affected the non-
vocational programmes. The 3-year course of the Gymnasium was put in organic 
connection with the municipal school through the establishment of the Middle School 
(grades 6-9), which was later on replaced by the Real School. Then, except for the 
introduction of the Higher Preparatory Examination (HF) in 1967, most of the Danish 
reforms of the century have targeted vocational programmes. In 1920, the "Rigsdag" (the 
parliament of the time) adopted the first business college act, which, for instance, entitled 
the Niels Brock Business College to call itself a "higher business school". This act 
introduced supervision of the activities of the business colleges, and the HHX (Higher 
Commercial Examination) became a State-controlled examination. During the 1920s, the 
first trade committees were established to deal with issues regarding the training 
programmes and conditions at school, which led, in 1927, to the first ministerial orders 
regarding the content of the teaching in higher commercial schools and in 1956 to the 
strengthening of the role of trade committees in the elaboration of teaching plans and the 
abolishment of the limit on the number of apprentices. This changed the teaching from 
evening to day school. Finally, in 1965, the responsibility of the programme of the higher 
commercial schools was transferred to the Ministry of Education (until 1967, it had been 
the responsibility of the Ministry of Trade). 
 
In the beginning of the 1970s some experiments with a new structure of vocational 
education and training were initiated to respond to the increasing proportion of young 
people who chose an academic education in the 1960s, which created a shortage in the 
intake to the apprenticeship courses compared to the demand for skilled labour. The HHX 
(Higher Commercial Examination) was granted the status of a university entrance 
examination in 1972, in connection with a revision of the content and the introduction of 
more rigorous admission requirements50, followed by the HTX (Higher Technical 
Examination) in 1988. In 1977, the Act on Basic Vocational Education (the so-called 
EFG-Act) created the EFG-programmes as complements to the apprenticeship 
programmes of 1956 (not as substitutes). The system of vocational training was further 
reformed during the 1990s with a focus on more interactive types of learning activities in 







In Finland, the first "gymnasium and school regulations" were drawn in 1843 while 
Finland was an autonomous part of Russia. The university entrance examination founding 
the current national matriculation examination (Finnish: "ylioppilastutkinto", Swedish: 
"studentexamen"), that completes the upper secondary school syllabus, dates back from 
1852. New school regulations were passed in 1872, stipulating that upper secondary 
school shall be the upper stage of secondary school. In 1874, the matriculation 
examination got standardized and it became compulsory to pass the written tests at 
educational institutions that provided education leading to university studies.  
  
After the Second World War, vocational education and training got systematically 
developed. In 1966, the National Board of Vocational Education was established within 
the organisation of the Ministry of Trade and Industry and the National Board of 
Vocational Education was transferred under the Ministry of Education in 1968. During 
the 1970s, the Comprehensive School Reform got implemented, separating the general 
upper secondary school from the grammar schools. Since 1985, there have been 
fundamental structural and pedagogical changes of upper-secondary general education, 
including the creation of a uniform upper secondary education system and a uniform 
vocational upper secondary and post-secondary education. In 1991, the National Board of 
Vocational Education was merged with the National Board of General Education under 
the name of the National Board of Education. 
 
In 1998, the entire Finnish system of vocational education and training (both upper 
secondary and tertiary) went through a series of reforms: the General Upper Secondary 
Schools Act (628/1998) and Decree (810/1998) on the General National Objectives of 
Upper Secondary Education and the Distribution of Lesson Hours; the Vocational 
Education and Training Act (630/1998) and Decree (811/1998); and the special Act on 
the Financing of the Provision of Education and Culture. Until the transitional period of 
1998-2001 it was possible to obtain both secondary and tertiary vocational qualifications 
upon completion of either comprehensive school (Finnish: “peruskoulu”, Swedish: 
“grundskola”) or general upper secondary school (Finnish: “lukio”, Swedish: 
                                                                                                                                                  
50 Since 1982, the HHX programme has been offered at all business colleges and the 3-year Higher 




“gymnasium”). Education based on the upper secondary school matriculation 
examination was half a year or one year shorter than education based on the 
comprehensive school syllabus. Since August 2001 all programmes leading to upper 
secondary vocational qualifications take three years to complete and comprise 120 credits 
(one credit is equal to 40 hours of students’ average workload). The three-year vocational 





While secondary public education dates back from the early 19th century, it is the Camille 
Sée law of 1880, under the initiative of Jules Ferry, which instituted secondary public 
education for girls. The Astier law of 1919 defined the status of technical education. In 
1936, the Jean Zay Reform extended compulsory education to the age of 14 (instead of 13 
as from the law of 1882), extended free education to the secondary level and imposed a 
harmonization of the programmes between the primary and secondary levels of education. 
Then, in 1959, the Berthoin reform extended further compulsory education to the age of 
16. This law, which was really put into application in 1967, is still in force today. 
 
In 1963, a new type of secondary-education was established for children aged 11-12, 
known as the "collège" (Fouchet Law) and expanded to all children graduating from 
elementary school as from 1975 (Haby Law), thereby becoming the basic framework for 
lower secondary education in France. 
 
In parallel to the school system reforms, a law was passed (Delors Law) in 1971 on in-
service education concerning all workers. Previously, only national subject-based courses 
were organised by the general inspectorate. This law constituted one of the bases of the 
current lifelong learning training policy. 
 
In 1985, the renovation and development of technological and professional training 
programmes was launched with the modernisation of training curricula, the development 




the increase in the number of twin-cities partnerships and the creation of the professional 
"baccalauréat"51.  
 
In 1986, the two ministerial directorates responsible for the "collèges" and "lycées" were 
merged and the sub-directorate of in-service teacher training was established within the 
Ministry of Education. The organization of the educational programmes of the "lycées" 
was redefined in 1992 and the specific role and operation of the “collèges” were 




The development of the German “Gymnasium” (secondary school preparing boys for 
university admission) into three basic models providing for a specialization in the classic 
languages, modern languages, or mathematics and science, dates back from 1900. Girls 
were admitted into the Gymnasium in 1908. 
 
The Constitution of the Weimar Republic in 1920 established the four-year unified public 
elementary school (Volksschule) providing the same education to all children and making 
school attendance compulsory until the age of 18. Elementary school teachers were 
required to have passed the “Abitur” (i.e. the qualifying test for university admission). 
Until 1945, the basic types of schools are the “Volksschule”, “Mitterschule” (the six-year 
middle school) which follows it, and the academically rigorous “Gymnasium”. 
 
After the division of Germany into the Federal Republic of Germany and the German 
Democratic Republic, different education systems were developed in the two blocks. In 
1946, while a democratic compulsory comprehensive school was introduced in the Soviet 
occupation zone covering grades 1 to 8, the so-called "Einheitsschulen", the FRG 
developed a  differentiated system ("gegliedertes Schulwesen"), which pupils entered 
                                                 
51 This law was further enhanced by the five-year law of 1993 on work, employment and professional 
training laying the foundation for opening apprentissage (apprenticeship) sections in school establishments. 
The framework and programme law for the future of schools of 2005 also provided for the development of 
professional training programmes in EPLEs and establishes the label "lycée des métiers" (professional 
lycée) at the legislative level, previously defined by decree no. 2003-036 of 27 February 2003. Professional 
training has thus been validated at the legislative level, binding all establishments operating under the label 
to respect a national charter of specifications.  
52 Among the measures taken to improve the learning environment was the action plan implemented in 




after completing the "Grundschule" (primary school)53,54. In the 1960s the FRG attempted 
to establish comprehensive schools but it has not yet been fully accepted by all "Länder". 
Moreover, while the FRG extended progressively the duration of compulsory school to 9 
years between 1949 and 1967; in 1950, the GDR passed the Law for the Promotion of 
Youth declaring that all children, regardless of gender, should receive the same education, 
vocational training, higher education, and access to sports, and transformed in 1959 its 
comprehensive school into the ten-grade compulsory general education polytechnic high 
school ("Polytechnische Oberschule", POS). In 1960, the GDR introduced the “Erzeiterte 
Oberschule” (extended secondary school) to provide a three-year course of study beyond 
the polytechnic school and to prepare students for higher education. Furthermore, in 
1972, the FRG passed a reform of the upper level of the "Gymnasium", known as 
"gymnasiale Oberstufe", stating that those who have passed the “Abitur” examination 
gain the "Allgemeine Hochschulreife" (entitlement to proceed to higher education in any 
subject). This reform aligned the Federal system to the one of the GDR where the POS 
led to the so-called Abitur level ("Abiturstufe") which prepared pupils for higher 
education in different ways. In the general education sector, one of the most important 
educational paths within the Abitur level was the "Erweiterte Oberschule", EOS, which 
led to the "Hochschulreife" (higher education entrance qualification). Initially, the EOS 
began at grade 9, however as of 1983 it incorporated only grades 11 and 12. The 
Hochschulreife was also acquired on simultaneous completion of the Abitur and three 
years of vocational training (Berufsausbildung mit Abitur). 
 
After the Reunification, the two parallel systems had to be merged into a harmonious 
whole. Therefore, as of the beginning of the 1991/92 school year, the GDR’s POS were 
abolished and the differentiated system of secondary education was introduced in the 
Länder of Eastern Germany. The duration of full-time compulsory education (compulsory 
general education) was set to nine years (10 years in four of the Länder) and the 
                                                 
53 While lower secondary education previously comprised only "Realschulen" and "Gymnasien", but not the 
"Volksschulen" and "Berufsschulen" (part-time vocational schools) that most children attended, all school 
institutions from grade 5 to 7 on were now in the FRG secondary education schools providing advanced 
education. This change was the upshot of the ongoing development of the upper level of the former 
"Volksschulen" into institutions – "Hauptschulen" – with a more demanding curriculum, including 
instruction in a foreign language and academically-oriented classes in every subject. In this respect, each 





subsequent period of part-time compulsory education (compulsory vocational education) 




In Greece, secondary education has been institutionalized as part of the general education 
system since the 19th century. Among the main reforms of the 20th century is the Law 
309 of 1976 on the organization and administration of General Education. This law 
replaced classical Greek by modern Greek ("demotiki") as the official language for 
teaching at all levels of education and extended compulsory schooling from 6 to 9 years 
(thereby embedding secondary education). The former non-compulsory 6-year 
"Gymnasio" was replaced by a compulsory 3-year "Gymnasio" for pupils aged 12-15 
providing lower secondary education. Moreover, the Law 1566 of 1985 (still in force) 
defining the structure and operation of Primary and Secondary Education established the 
new procedure for drawing up new curricula and for the writing of the corresponding new 
textbooks. It has also set out the following principles: every pupil’s school book should 
be accompanied by a corresponding teacher’s book; the establishment of the single-accent 
system (monotoniko systema) in the Modern Greek language; further education for 
teachers; etc. It supplemented and enhanced the 1976 reform and incorporated all laws 
passed between 1981 and 1985.  
 
Furthermore, the Act 2009 of 1992 (supplemented by the Decision No E/12450/21-07-
1994) established the National System of Vocational Education and Training 
((ΕΣΕΕΚ/ESEEK) and founded the OEEK (Vocational Education and Training 
Organisation) (Government Gazette 18/A/14-02-92) to regulate the organization and 
operation of the Vocational Training Institutes ("Institouta Epaggelmatikis Katartisis-
IEK"). It abolished the old in-service training Institutions (SELME) and transferred 
training to the PEKs.  
 
Finally, the Educational reform of 1997 (Law 2525) on the ‘Unified Lyceum, evaluation 
in education and other regulations’ aimed at upgrading all levels of education and its 
                                                                                                                                                  
54 The Handicrafts Act ("Gesetz zur Ordnung des Hanwerks") of 1953 set the legal provisions for 
handicrafts vocational training and the Vocational Training Act ("Berufdbildungsgesetz") of 1969 the legal 




quality through the improvement of internal factors (e.g., curriculum, educational 
materials and teaching staffs). The system for the assessment of teacher performance was 
introduced to evaluate the ability of teachers, the performance of School Units and the 
effectiveness of the education system in general, at regional as well as national level. The 
Law also established the corps of External Inspectors ("Σώμα Μονίμων Αξιολογητών") 
employed by the Ministry of Education in permanent posts to periodically evaluate the 
performance of schools and individual teachers. Another committee ("Επιτροπή 
Αξιολόγησης Σχολικής Μονάδας") was established to coordinate and monitor this corps 
of inspectors. This committee was appointed by the Ministry of Education. This law also 
shaped the basic structure and organization of non-compulsory General and Technical 
Secondary Education by instituting the "Eniaio Lykeio" (Unified Lyceum) and "Technika 




The Hungarian secondary education system of the century shift was inherited from the 
1849 provisions of the Austrian "Entwurf" (the organisational plan of Austrian 
“gimnázium” and "Realschule"), which resulted in the establishment of the 8-grade 
gimnázium for boys of 10-18 years of age by merging the former 6-grade 
“nagygimnázium” (gimnázium) and the 2-grade humanities section of academic 
education. The gimnázium was built up of two parts, i.e. the four-grade "algimnázium" 
(sub-gimnázium), and the "főgimnázium" (main- gimnázium), with also four grades. 
Gimnázium studies were concluded by an "érettségi vizsga". The first girls’ gimnázium 
opened in 1896 in Budapest. This system remained until 1945, when the "népiskola" 
(people’s elementary school) was abolished in favour of the 8-grade "általános iskola" 
reducing the gimnázium to four grades.  
 
By 1948 the nationalisation of the educational system was virtually over and, in 1950, a 
new school type started in upper secondary education. The four-grade “technikum” 
(technical school) trained experts at upper-secondary vocational level (with an "érettségi 
vizsga" qualification) for various technical fields. Following their training, the pupils 
could pass an examination, and obtain a qualification in accordance to their particular 
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technical or professional orientations. That qualification enabled further studies, and 
graduates were qualified for medium level management positions, or skilled worker jobs. 
 
The Act III on Education of 1961 created the "szakközépiskola" with the aims of 
consolidating and extending the knowledge acquired in the "általános iskola"; further 
developing the level of culture and education of pupils; and offering a qualification in a 
particular trade. The following years saw the inception of training in 84 trades based on 
the OSZJ, the national list of vocational training. The year 1965 marked the restructuring 
of technical schools with a redefinition of the professional branches of vocational training 
into industrial, construction, agricultural, commercial, transport, telecommunication, 
economic, medical, and ‘others that meet the demand of the economy’. Trade group-
based training was launched in this school type, and on completion of studies pupils were 
issued the ""érettségi vizsga"" relevant to their trade, a document entitling its holder to 
take any position requiring upper secondary qualification within the branch. Apart from 
these technical schools, the labour market demand was met by skilled workers trained in 
3-grade ""szakmunkásképző"" schools (now ""szakiskola""). During the school year 
1969-1970, technikum was partly transformed to "szakközépiskola", and partly to "upper" 
technikums, issuing tertiary-level vocational diplomas to their graduate students, which 
later gave rise to technical "főiskola". 
 
At the fall of the Soviet Union, the 8-grade gimnázium was again allowed for a short 
period (from 1989 to 1993). In 1993, the LXXIX Act on Public Education re-allowed in 
turn the six-grade gimnázium and the LXXVI Act on vocational training required the 
"szakközépiskola" to have four years of upper secondary school (középiskola) ensuring 
the basics of general education and culture, and optionally offering the groundwork of 
vocational preparatory knowledge. More recently, several acts have been passed on 
vocational training contribution and the support of the development of the vocational 




Although the roots of the Irish secondary education are to be fund in the 19th century 




Education Act of 1924 which provides the legislative basis for the operation of the current 
secondary school system.  
 
Apart from this fundamental law, other reforms of marked the 20th century. For instance, 
the Vocational Education Act of 1930 established free of charge vocational schools 
funded by the State. In general, secondary schools offered a traditional academic 
curriculum leading to higher education and general public service employment. The 
vocational schools offered a practical or technical curriculum of two years duration under 
local public authority control leading to apprenticeship or to the general labour force56. 
The Article 42 of the Constitution of Ireland (1937) clearly establishes the parents as 
having the primary rights and responsibilities for the education of their children. Article 
42.2 of the Constitution requires the State to provide for – but not supply – free primary 
education. If the State ensures that a place is available to a child in a school that respects 
parental freedom of conscience and lawful preference, then the State has discharged its 
Constitutional obligation. Education is compulsory from the age of 6 to 16 years of age, 
but parents have the right to educate their children at home if they provide evidence of 
being able to provide it satisfactorily. Article 42.3.2 asserts that the State as guardian of 
the common good shall require in view of actual conditions that the children shall receive 
a certain minimum education, moral, intellectual and social. There is also provision in 
Article 42.5 that where parents for physical or moral reasons fail in their duty towards 
their children, the State shall endeavour to supply the place of parents, by appropriate 
means.  
 
The introduction of free secondary education in 1967 played an important role in Ireland. 
The so-far dual system of education got altered by the permission granted to vocational 
schools to enter pupils for the same public examinations as the traditional secondary 
schools. Consequently, comprehensive and community schools were established during 
the 1970s in a number of areas where second level schools were not easily accessible. 
These schools aimed at forging local community links through the provision of adult 
education. At the same time, in 1972, the compulsory school leaving age was raised to 15.  
 
                                                 




More recently, the Education Act of 1998 created a comprehensive legislative framework 
for schools. It was the first such act since the foundation of the State in 1922. It set out the 
functions and responsibilities of all key partners in the schooling system and gave 
expression to the principles of education at the centre of the Irish system. It sought the 
establishment of boards of management for all schools, required schools to engage in the 
preparation of school plans and to promote parent associations. Accountability procedures 
were also laid down. Attention was paid to the rights of parents and pupils. The Act also 
included statutory provision for the National Council for Curriculum and Assessment 
(NCCA) and it set out roles for the regional Education Centres. Finally, the Education 
(Welfare) Act of 2000 provides guidelines for attendance in the period of compulsory 
education and the rights and responsibilities of parents in relation to the education system. 
A National Educational Welfare Board has been established to oversee the enactment of 
the provisions of this act. This act became operational on July 5th 2002 and raises the 
school leaving age to 16, or the completion of three full years of second level education. 
Hence, today, secondary school in Ireland means education for children from age 12 
approximately, offered in four main types of school: the traditional secondary or 
voluntary (privately owned) secondary school, the vocational school, the comprehensive 




The Compulsory Education Law of 1949 set the provision of free education for all 
children between the ages of 5 and 13 (and up to the age of 17 for those who had not 
completed elementary school). Through this law, the Jewish State recognized and funded 
all four Jewish educational trends and the Arab educational system. Officially, the law 
stipulated that parents could send their children to whichever educational system they 
wished. However, in practice, the soul-stalking was intense and did not allow the 
application of this freedom. In 1950, a governmental commission of inquiry was formed 
to investigate the soul-stalking, and especially education of immigrant children (Frumkin 
Commission). This commission demanded that the melting-pot policy be replaced by a 
policy of "cultural pluralism". This shift led to the dismissal of the heads of the 
Department for Language Instruction and cultural Absorption and of the first Minister of 
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Education and Culture and served as a catalyst for the fall of the first government in 
February 1951. The new government recognized the separate Habad (Lubavich) school 
system and, in 1953, passed the State Education Law, which called for all Jewish 
education in Israel to be based on "the values of Jewish culture and scientific 
achievement, love of the homeland and loyalty to the State of Israel and the Jewish 
People…". A "Jewish consciousness" program was also developed under the authority of 
the Education Ministry's Department of Jewish Consciousness, mainly imparting 
knowledge of Jewish tradition in secular schools. This program was dissolved after about 
ten years of activity.  
 
In the summer of 1955, a "Norm B" in the high-school admission exams was instituted. It 
required lower scores from children of immigrants from the Middle East and North Africa 
(it doubled the number of students eligible for post-primary education) and in 1956 
various programs were launched to address the problem of the low retention rates among 
minorities at the secondary level: innovative teaching methods, allowing different levels 
of pupils to learn at their own speed; special intellectual advancement in preschool and 
schools; an extended school day and school year; special materials; and other forms of 
assistance for high-school students and students in institutions of higher education. In 
1984, the Sha’s political party founded a separate educational framework for ultra-
orthodox children of Middle Eastern and North African extraction. 
 
The Enactment of the Council for Higher Education Law in 1958 called for the founding 
of the Council for Higher Education, headed by the Minister of Education and Culture. Its 
functions included recommending recognition or cancellation of recognition of 
institutions of higher education; overseeing the awarding of academic degrees; and 
recommending government participation in the budgets of recognized institutions. The 
law stressed that recognition of an academic institution would not restrict freedom of 
opinion and conscience, and that every institution of higher education was free to 
determine its own research and teaching program, hire lecturers and teachers, and decide 
on its teaching methods. 
 
In 1968, a radical reform was enforced of the entire structure of education including the 
admission of all pupils without tests into integrated junior high schools (grades 7-9); the 




schools with 2-year and 3-year curricula, providing a choice of tracks towards a 
vocational diploma or a matriculation certificate; the institution of social integration and 
measures to bring together students with different skills under a single roof; and the 
establishment of a new curriculum division in the Minister of Education and Culture.  
 
This major reform was followed, in 1979, by a new raise of the age of free compulsory 
education to 18 and by the creation in the 1980s of a grade 13 in comprehensive schools, 
at the public expense, to give a "second chance" to students who had not taken or had 
failed the matriculation exams. 
  
In the early 1990’s, Israel witnessed a new wave of immigration from the former Soviet 
Union and Eastern Europe which increased the demand for higher education. As a 
consequence, new measures were adopted to increase Jewish education in the secular 
schools and support schools belonging to the Tali network (a Hebrew acronym for 
"reinforcement of Jewish studies"), joint secular-religious schools (such as those in Kefar 
Adumim, Teko's and Jerusalem), a teacher-training institute along the lines of Kerem, and 
cultural institutions such as Oranim, Yad Ben-Zvi, the Seminary of Jewish Studies and 
Elul. The law of 1994 also called for offering special Jewish-studies scholarships to 
university students and sought to develop new interdisciplinary curricula. Finally, the 
commission on the issue of education for Jewish and traditional values in secular schools 
also proposed the establishment of special centers to train teachers and offer in-service 
course. Since 1994, these recommendations have only been implemented partially. 
Another consequential measure of the increased demand for higher education was the so-
called Policy of the "five mores" of 1995: (1) more students finishing 12th grade; (2) 
more students eligible for matriculation; (3) more students in higher education; (4) more 
achievement for the whole and for the individual; (5) more equality of opportunity. 
Quantitative goals to be achieved by 2000: 50% of high-school graduates each year 
should receive matriculation certificates and one-third should be enrolled in bachelor's-
degree programs. 
 
Finally, in 1998, the program "Tomorrow 98" was launched targeting the development of 
science education and technological education on various levels as a response to the 







Ever since the Gentile Reform of 1923, which still structures partly the current secondary 
education, Italy has modified the structure and contents of its secondary education 
system. During the Fascism period, amendments to the 1923 Reform transferred technical 
and vocational education to the responsibility of the Ministry of public education and, in 
1940, the subsequent Law 899 of the Bottai Charter of the School (1939) unified the 
lower level of "Ginnasio", the lower courses of scientific and girls’ "licei", technical and 
commercial institutes, institutes for land surveying and "istituti magistrali" into one only 
lower secondary level (called "scuola media").  
 
After the Second World War, the Law 264/1949 regulating vocational training was 
adopted. It remained the main legislative reference for the vocational training system up 
to the 1970's. This law entrusted the Ministry of Labour with the competences on this 
matter. It was addressed to an adult target, providing for the professional re-qualification 
of both unemployed workers and employed workers aged less than 45. Different bodies, 
institutions, associations and training centres were entrusted with the organisation of this 
training, which in 1951 was extended to a younger target (Law 264/1949).  
 
In the early 1960s, the unified and compulsory “scuola medi” was instituted (1962) and 
its first national programmes were implemented (1963). Its duration was fixed at 3 years 
and it aimed at replacing the pre-existing branches of study of the former 'scuola media 
Bottai' which gave access to upper secondary schools, and of vocational secondary school 
for agriculture, industry and crafts, commerce, nautical sector58. 
 
In 1969, an experimental amendment was passed on the state exam of upper secondary 
school and the deregulation of the access to university. During the 1970s, a 
decentralization effort of the school authority was launched and, in 1974, school 
administrative bodies were established, including, for the first time in Italy, parent 
representatives. Further on, the Consolidation Act of 1994 provided the official definition 
of the existing branches of study (i.e. the classic, scientific and arts “licei”, “istituto 
magistrale”, technical institutes, vocational institutes and arts institutes). In 1997, 
                                                 




important structural reforms occurred with a first reform abolishing the 3-year courses of 
the "scuola magistrale" and the 4-year courses of the istituto magistrale, which were 
replaced by the social-psycho-pedagogical liceo and the social sciences liceo. Then the 
Law 196/1997 designed the apprenticeship contract for pupils aged less than 18 years 
and, finally, the Law 425/1997 regulated the final state exam of upper secondary school. 
Further reforms were passed in 1998 on the learning environment, starting with the D.M. 
331/1998 and DM 141/1999 regulating the classes formation and the definition of the 
staff number; the Law 448/1998 extending the partially free provision of textbooks to 
students of the first and second grade of upper secondary education; and the ''Charter of 
students in secondary schools'' (D.P.R. 249/1998) foreseeing the right of students to ‘a 
transparent and quick evaluation aimed at starting a self-evaluation process to identify 
his/her own strong and weak points and to improve his/her own performance’. 
 
Among the most recent measures taken by the Italian government to improve the quantity 
and quality of secondary education are the Law 144/1999 providing for compulsory 
attendance of formative activities up to accomplishment of 18 years of age (compulsory 
training) and instituting the Higher technical education and training (IFTS) courses; and 
Law 30/2000 reforming the entire system of education and training. The reform meant 
that, instead of two initial levels (primary school and lower secondary school), there shall 
be only one level (the ‘basic school’) bringing together the two existing levels into a 
single system lasting seven years. It also meant that the age of 18 shall be the upper limit 
for the period of compulsory education. However, suspension of the law by successive 
governments has resulted in a full return to the previous situation, in response to 
reservations expressed by the electorate with regard to the proposed changes.  
 
As of today, the Italy education and training system consists of a preprimary level 
("scuola dell'infanzia"), a first cycle of education comprising the primary and the lower 
secondary levels, and a second cycle of education comprising the licei system (artistic, 
classical, economic, linguistic, music and dance, scientific, technological, human 
sciences) and the vocational education and training system (starting from the school year 
2004/05 by the Legislative Decree 59/2004). The Law 53/2003 introduced the 
"diritto/dovere" to education and training. It guarantees to all the right to education and 
training for at least 12 years or, anyway, until the obtainment of a vocational qualification 




vocational education and training system. Moreover, the Law 30/2003 (Biagi reform) 
introduced some reforms in the apprenticeships system, now organised as follows: a) an 
apprenticeship aimed at the fulfilment of the “diritto/dovere” to education and training: 
young people who have reached 16 years of age can be enrolled for all the fields of 
activity. The contract lasts a maximum of three years and is aimed at helping students 
obtain a vocational qualification; b) a profession-oriented apprenticeship: students aged 
between 18 and 29 years can be enrolled. Depending on the type of qualification to be 
obtained, the collective contracts define the duration of the contract which, however, 
cannot be less than two years or more than six years. There is also a minimum quota of 
120 hours of formal worker training (internal and external); c) an apprenticeship enabling 
the student to obtain a second level diploma (within the Initial vocational training) or 





The origins of the Dutch secondary education system as of the beginning of the 20th 
century are to be found in the Secondary Education Act of 1863 creating the “Hogere 
Burger School” (HBS). The idea was to reserve the existing Latin School for the 
traditional educated class and to use the modern burgher school for the merchants and 
manufacturers, who were to be the bringers of a new industrial era. There were two 
variants of the HBS: a 3-year or a 5-year course. The first 5-year state HBS opened in 
Groningen in 1864 and the first 3-year HBS was founded in Gouda. In the 1870s, girls 
started to gain access to secondary education, and in 1876 the traditional institution of 
classic education was modernized. The Latin School was abolished and replaced by the 
gymnasium, which as its predecessor offered pre-university education, but in addition had 
its own school-leaving examination and inspectors. Science had a special place in its 
programme: in the 5th and 6th year a division was introduced between preparation for a 
university course in theology, literature or law (the alpha stream) and that for a course in 
medicine or mathematics and physics (the beta stream).  
 
In 1909, the lyceum was created by combining the programmes of the two first years of 
the modern (HBS) and classic (gymnasium) schools. In practice, this meant that the first 




with those of the HBS, which was science-oriented. After the first two years, pupils had 
to choose to continue at one or the other. The first Catholic HBS for girls opened in 
Amsterdam in 1914 and became the "Fons Vitae" girls’ lyceum. The reform of 1920 
(implemented in 1929) set compulsory education at 7 years. In 1942, the duration of 
compulsory education was extended to 8 years (implemented in 1949).  
 
The introduction of the Secondary Education Act (WVO) in 1968, popularly known as 
the Mammoth Act, brought the different types of secondary schools together in a single 
piece of legislation59. This Act introduced a new type of secondary schooling: senior 
general secondary education (HAVO). A major aim of the Act was to increase mobility 
between the various parts of the secondary education system. Compulsory education was 
extended to 9 years (6 years of primary education + 3 years of post-primary education). 
Secondary education remained untouched until the 1990s, when the 1992 reform replaced 
the junior secondary vocational education (LBO), with its five different categories of 
schools, by pre-vocational education (VBO) comprising various departments. Then in 
1996, secondary vocational education (MBO) and adult general secondary education 
(VAVO) were removed from the Secondary Education Act to be governed instead by the 
Adult and Vocational Education Act (WEB), together with apprenticeships. Finally, since 
the revision of the Secondary Education Act (WVO) in 1998, secondary education has 
been made up of pre-university education (VWO “voorbereidend wetenschappelijk 
onderwijs”); senior general secondary education and junior general secondary education 
(HAVO “hoger algemeen voortgezet onderwijs” and MAVO); pre-vocational education 
(VBO), including learning support (LWOO leerwegondersteunend onderwijs); practical 
training "praktijkonderwijs"; and other forms of secondary education "voortgezet 
onderwijs". The “studiehuis” was introduced in the upper years of HAVO and VWO to 
encourage independent study. It was coupled to fixed subject combinations designed to 
provide an integrated study programme. The upper years of HAVO and VWO are 
together referred to as the period of pre-higher education (VHO). The aim of the 
‘studiehuis’ and the fixed subject combinations was to ensure a smooth transition to 
higher education. As of 1998, basic secondary education ceased to exist. 
 
 
                                                 
59 With the exception of apprenticeships, which combined attending classes and working for a company or 






Although the history of upper secondary dates back to the 13th century, it is mainly the 
João Franco Reform of the end of 19th century that influenced the structure of that level 
of education as of 1900. The João Franco Reform substituted the previous six-year course 
by a uniform seven-year course60. During the first half of the 20th century, this reform 
received several amendments. In 1905, technical education was set up and the 
complementary course was split again into Arts and Sciences. Then the reform of 1936 
established a six-year general course and a complementary course of just one year. The 
Decree-Law No. 36507 of 1947 re-established the two-year complementary course, 
known as the 3rd cycle, aiming at preparing students for higher schools and the Decree-
Law No. 37029 of 1948 reorganized technical courses with various training levels, the 
longest being 6 years. 
 
The problem around the need to link school and working life was considered by the 
Minister Veiga Simão in the early 1970s. The dual aim was then to prevent premature 
specialisation and to promote teacher-training structures correctly coordinated with the 
industrial, agricultural and service sectors, as an essential condition for expanding courses 
leading to a professional qualification. After 1974, the two main changes made to upper 
secondary education consisted in unifying the general course corresponding to today's 
third cycle and in creating general complementary courses also to unify the two existing 
branches of teaching: "ensino liceal" and technical education. The 1975 reform on general 
secondary education created a unified secondary education, from the 7th to the 9th year of 
schooling, bringing together general and vocational education. In 1977, the pre-university 
study year ("Ano Propedêutico") announced the lengthening of upper secondary 
education, which was confirmed when the 12th grade was created in 198061.  Then, in 
1978, the complementary courses were restructured in an attempt to eliminate the two 
existing branches of upper secondary education: "ensino liceal" and technical teaching. 
The idea was to give pupils access to higher education and, simultaneously, to give them 
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61 However, the curricular structure and schedule of the 12th form (less subjects and much fewer teaching 
hours than in the previous forms) seemed to continue the exceptional character of the Pre-university Study 
Year, since both were designed only for those pupils who intended to go on to higher education. As a matter 




easy access to a professional career through a network of training systems already 
available or about to be created. It was also expected that the 10th and 11th grades would 
be a smooth follow-up to the 9th form and its various options established by the 
Implementing Order No. 140-A/78. In structure, they were organized into five study 
areas, each with three components: a general component common to all areas, a specific 
educational component and a vocational component. Other legal measures were taken but 
these failed to solve the core problems related to goals, structure, and adaptation to 
national and regional needs, required means and financial support.62 
 
Furthermore, the Education Act of 1986 aimed at a sequential, interconnected model to 
provide two alternative paths in upper secondary education: courses mainly geared to the 
pursuit of further studies (general courses) and courses mainly geared to working life 
(technological courses)63. The same year, the "Lei de Bases do Sistema Educativo" (Basic 
Law on the Education System), apart from extending compulsory education from 6 to 9 
years, consolidated the principle of democratic management of schools and the education 
system as a whole, defined the role of private and cooperative education, set out the 
means of developing and evaluating the education system, and introduced a set of 




At the dawn of the 20th century, the Spanish secondary education ("Segunda Enseñanza") 
was regulated by the "Ley de Instrucción Pública (Act on Public Instruction", also known 
as Moyano’s Act after the minister –Claudio Moyano- who signed it) of 1857. It 
comprised six years of general studies and studies applied to industrial professions. 
Secondary education acted already as a preparatory stage for further higher education 
studies. During the Revolutionary period (1868-1874) education freedom increased and 
secondary education was organised as a complement or an extension of primary education 
designed to educate enlightened citizens by providing them with a broad education. The 
                                                                                                                                                  
of the 11th form (until new curricula defined by the Decree-Law No. 286/89, 29th of August, came into 
force and established upper secondary education as a three-year cycle). 
62 It is the Implementing Order No. 194-A/83 that officially introduced technical and vocational education 
in education as a three-year cycle. 
63 This reform was complemented by the Decree-Law No. 286/89 organizing the curriculum as generally set 




Restoration period (1874-1923) that followed witnessed constant changes because of a 
political system where liberals and conservatives alternated in power. As a result, 
education became an instrument of political struggle and its legislation was adapted to the 
leanings of the ruling party. It is in 1934, during Spain's Second Republic, that the 
syllabus for the "Bachillerato" got approved. This level got developed into seven 
academic years (divided into two cycles): on the one hand, primary education, from 6 to 
13 years of age, aiming at those students not going to continue their studies; and, on the 
other hand, a preparatory primary education, from 6 to 9, followed by secondary 
education from 10 to 17 leading to higher studies. 
 
Moreover, the "Ley de Reforma de la Enseñanza Media" (Act on the Reform of 
Intermediate Studies) of 1938 aimed at regulating the educational level of the country’s 
elites. It was followed by the "Ley sobre Ordenación de la Enseñanza Media" (Act on the 
Organisation of Intermediate Studies) in 1953, which, combined with the 1949 law on 
Industrial Vocational Training ("Ley de Formación Profesional Industrial"), constituted 
the first step towards the generalization of schooling up to the age of 14, although still 
maintaining the two above mentioned branches.  
 
In 1970, the "Ley General de Educación y Financiamiento de la Reforma Educativa", 
LGE (General Act on Education and Financing of the Educational Reform) regulated and 
structured the entire Spanish education system for the first time in the 20th century by 
declaring lower secondary education to be compulsory and by introducing it in a single 
structure together with primary education as "Educación General Básica" (EGB). This 
Act also organised (post-compulsory) upper secondary education into two branches 
(academic and vocational), which could be taken by students from 14 to 18 years of age, 
after the "Educación General Básica" (the single structure comprising primary and 
compulsory secondary education). The academic branch included the "bachillerato 
unificado y polivalente", lasting three years, and the "curso de orientación universitaria". 
The vocational branch included vocational training education of two types, specific and 
general. General vocational training lasted for two years and specific vocational training 
for three.  
 
                                                                                                                                                  




This important reform was followed in 1983 by the implementation of the experimental 
reform of intermediate education, which proposed the academic reorganisation of 
secondary education into two cycles: the first one, from 14 to 16 years of age, an 
education common to all students; the second, offering two possibilities: an academic one 
(the "Bachellerato"), and a vocational one (organised into "módulos"). This process of 
experimental reform laid the foundations for definitive reform at this educational level. 
Further on, the "Ley Orgánica Reguladora del Derecho a la Educación", LODE (Act on 
the Right to Education) of 1985 stating education as a public service; and the "Ley de 
Ordenación General del Sistema Educativo", LOGSE (Act on the General Organisation of 
the Education System) of 1990 established compulsory education up to the age of 16 and 
stipulated that primary education and compulsory secondary education (ESO) shall 
constitute basic education (compulsory and cost-free). It divided secondary education into 
the following stages: the Compulsory Secondary Education, (ESO), the "Bachillerato" 
and the intermediate vocational training64.  
 
Finally, the "Real Decreto por el que se desarrollan determinados aspectos de la 
ordenación de la Formación Profesional en el ámbito del sistema educativo" of 1998, and 
the "Ley Orgánica de la Cualificaciones y de la Formación Profesional", LOCFP (Act on 
Qualifications and Vocational Training) of 2002, organised the three existing vocational 
training sub-systems into one single system (specific vocational training, in-service-
training in companies and occupational training addressed to integration and reintegration 
into the labour market), and the "Ley Orgánica de Calidad de la Educación", LOGE (Act 
on the Quality of Education), despite maintaining the structure of secondary education 





During the 19th century, Swedish upper secondary schools were integrated with the more 
practically oriented schools into a single integrated grammar school, and the matriculation 
                                                                                                                                                  
and the Decree-Law No. 70/93, 10th of March, regulating the inception of vocational schools. 
64 Complemented by the "Real Decreto 3473/2000, de 29 de diciembre, por el que se modifica el Real 
decreto 1007/1991, de 14 de junio, por el que se establecen las enseñanzas mínimas correspondientes a la 




certificate was introduced. The school ordinance of 1820 defined the Swedish grading 
system as an absolute system with letter grades. On century later, in 1918, lower technical 
vocational education was introduced to integrate apprenticeship schools, vocational 
schools and technical-vocational schools. Vocational education was also expanded 
through colleges of commerce and home economics colleges. State steering was fairly 
limited and there were many local variations of the schools on offer. The participation of 
girls to general grammar schools was enabled by the 1927 School Reform.  
 
In the 1960s,  the bipartite system was abolished and replaced by a single-structure basic 
school (“grundskolan”) providing 9-year compulsory education. Years 1-6 of this school 
corresponded to primary education, and the higher years (7-9) to lower secondary 
education. Then, the 1970 Reform brought together upper secondary schools, lower 
technical-vocational schools and vocational education into a single administrative unit - 
the upper secondary school "gymnasieskolan".  
 
In 1994, upper secondary education was further re-structured and the upper secondary 
school's lines and special courses were integrated into 16 national programmes65, all of 
which were three years in length. The Swedish grading system was changed via the group 
relative grading system to a goal and knowledge related grading system with four-level 
grading. The group related relative grading system meant that all pupils throughout the 
country who took the same course in a subject were compared and constituted a reference 
group. Figures from 1 to 5 were used to denote grades. The main rule was that the grade 
would provide an indication of the pupil's knowledge and skills in relation to other pupils 
in the same year in the country as a whole.        
     
2.3.2.  Teachers recruitment, training and salaries (ISCED 2-4) 
 
The distribution of the national laws affecting secondary school teachers are graphed in 
Figure 2.3.266.  
                                                                                                                                                  
modifican el Real Decreto 1700/1991, de 29 de noviembre, por el que se establece la estructura del 
Bachillerato, y el Real Decreto 1178/1992, de 2 de octubre, por el que se establecen". 
65 The 17th programme, namely the Technology Programme, was introduced in 2000. 
66 This section reviews mainly laws as from the 1970s based upon the Eurydice (2002) and NATLEX 
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In Austria, the main reforms affecting teachers focused on their training. In 1975, the 5th 
amendment of the School Organisation Act (“Schulorganisationsgesetz”) introduced 
separate initial teacher training for teachers at “Hauptschulen” consisting of three years of 
training in two subjects along the lines of initial teacher training at universities. In 1982, 
the “Pädagogische Institute” (in-service training institutions) were formally made 
responsible for in-service and further education, and, in 1984, the “Allgemeines 
Hochschul-Studiengesetz” (General University Studies Act) integrated professional 
training in the initial training for AHS teachers. The curriculum for AHS teacher 
accreditation programmes was redesigned in 1997 and teacher training colleges were 
upgraded in 1999 by the Academy Studies Act to overcome their static character and 
cooperate more closely with universities and in-service training institutions. The working 
conditions of secondary school teachers were upgraded by federal law only in 1995 with 




reduction in pension benefits. This law also established the right for a parental leave up to 
10 years and a sabbatical with a 1-year exemption from teaching assignments and a 




In Belgium, the Royal Decree No. 297 of March 1984 increased by one hour the weekly 
workload of teachers in secondary education and the Circular of 3 July 1984 introduced 
compulsory three-year (instead of two-year) courses in teacher training institutes. In the 
French Community, the last revision of the Constitution towards a federal State led to the 
Statute of 1 February 1993 regarding the rights, obligation and conditions of service of 
subsidized staff in government-dependant private education. The Decree of 16 July 1993 
provided in-service teacher training for secondary education and the Decree of 12 
December 2000 specifyied the initial training (defined as 13 skills) required by 
"instituteurs" (primary school teachers) and "régents" (secondary school teachers). In the 
Flemish Community, the salary scales of the teaching staff of the colleges were fixed in 
1995. The teachers’ college of the Flemish Community was transformed in 1997 and the 





At the end of the Soviet Union, the Czech Republic started by banishing (1990) the 
unified study programme for teacher training so-far prescribed centrally by the Ministry 
of Education and the existing institutional network of in-service teacher training on 
institutional basis (1991). In 1992, government decrees stipulated important changes in 
the working conditions of teachers. An official salary scale was established (first salary 
system common to the entire public service) and the number of individual teaching hours 
was increased from 21 to 22 hours per week (Decree 503/1992). Although the number of 
teaching hours was further increased to 24 hours in 1997, it was set back to the pre-1997 
level (22 hours) in 1999. Instead, teachers were compelled to carry out additional 
teaching-related activities during the remaining of their hours each week. In 2000, 








In France, the "Certificat d'Aptitude à l'Enseignement Secondaire (CAPES)" was 
established in 1950 to qualify certified secondary school teachers, and the regional 
teacher training centres ("Centres Pédagogiques Régionaux", CPRs) were created in 1952 
for candidates who had passed the written examination stage of the CAPES. Then, in 
1960, the "Certificat d'Aptitude Pédagogique pour les Collèges d'Enseignement Général 
(CAPGEC)" was instituted. This certificat enabled primary school teachers to teach at the 
lower secondary level. As a consequence of the Fouchet Law of 1963 on the creation of 
the lower secondary level, called “college”, a decree was passed in 1969 establishing a 
new category of teachers namely, the "Professeurs d'Enseignement Général de Collège" 
(PEGC).  
 
A series of reforms on the improvement of teacher training were then passed in France in 
the 1980s. For instance, the Circular of 1979 regarding the in-service training of the 
maîtres (teachers) in colleges; the Circular of 1980 strengthening initial professional 
training of secondary school teachers in the "Centres Pédagogiques Régionaux" (CPRs, or 
regional teacher training centres)67; and the Decree of 1982 creating a "Mission 
Académique à la Formation du Personnel de l'Education Nationale" (MAFPEN, or 
commission for public education staff training) in each "académie"68. In 1983, the 
"Mission à la Formation et à la Recherche en Education" (MIFERE, or Delegation for 
Training and Research in Education) was established to coordinate the activities of the 
MAFPENs. The Decree of 1985 redefined the activity of the MAFPENs69 and MIFERE, 
reduced the CPR training placements to 4-6 hours a week and launched the gradual 
abolishment of the category of PEGC. Hence, in 1987, an internal competitive 
examination was introduced for the PEGC to secure the status of "certifié" and the 
recruitment of lower secondary school teachers among CAPGEC holders ceased. Further 
on, the article 17 of the education policy law of 1989 (known as the Loi Jospin) set up the 
"Instituts Universitaires de Formation des Maîtres" (IUFMs, or University Teacher 
Training Institutes) on the idea that pupils should be at the heart of thinking and action on 
                                                 
67 Each placement lasted 3-4 hours a week. 
68 The Decree of 1982 also extended the CPR training placements to 8-9 hours a week. 




the part of teachers. An outline agreement for upgrading the status of teachers was signed 
by the Minister of Education and trade union organisations (including the improvement of 
the working conditions and remuneration of teachers at the beginning and at the end of 
their careers). Moreover, that law also advised expanding in-company internships, 
reaffirmed the goal of 80% success for a given age group on the “baccalauréat” 
examination, as well as the goal of all pupils of a given age group reaching at least the 
level of CAP (“Certificat d’Aptitude Professionel”) or BEP (Brevet d’Etudes 
Professionnel”) within the next ten years. Finally, the Decree of 1991, gave details about 
the content and validation of the new IUFM training provision70.  
 
In 1990, a Memorandum of Agreement, known as the "Protocole Durafour", concerning 
the whole public service, enabled teachers in secondary education to improve their 
internal promotion prospects. It also introduced a special compensation benefit for 
teachers appointed to work in "Zones d'éducation prioritaires" (ZEPs, or priority 
education areas). The Ministry acquired an information system in 1992 enabling it to have 
a good overall view of the distribution of in-service teachers in schools (EPP, "Emploi", 
"Postes", "Personnels"). The promotions and transfers for teachers appointed to ZEPs 
were speeded up. In 1993, an agreement was passed on the reduction of insecure 
employment which aimed at providing tenured employment for teachers whose 
professional situation had so-far been unsecured. Furthermore, the Circular of August 
1993 replaced the professionally oriented part of the CAPES examination with an 
assessment based on the previous experience of candidates, and the strengthening of the 
role of the universities. A sub-directorate of innovation and in-service training was then 
established at the Ministry of Education in 1994. Finally, in 2001, arrangements were 
made to support the entry of primary and secondary school teachers, as well as staff 







                                                 
70 Content: at least 300 hours of placement activity, 400-750 hours of subject-based training and 300-450 
hours of general training spread over two years. Validation procedure: evaluation by an examining 






In Germany, since the 19th century up to the present day, most teacher education 
provided in the "Länder" has been school-related, meaning that the various types of 
school now correspond to specific categories of teacher, such as the "Gymnasiallehrer", 
the "Realschullehrer" and the "Hauptschullehrer", with different salaries and a different 
status. These categories are regarded both by the teachers concerned and the general 
public as almost different careers within the teaching profession. The only exception to 
this school-related system occurred in the North Rhine-Westphalia and Brandenburg 
"Länder", which introduced the so-called "Stufenlehrer" category. In the 1970s, some 
Länder shortened the final ‘on-the-job’ qualifying phase for "Gymnasium" teachers from 
24 to 18 months, while the "Beamtenrechtsrahmengesetz" (Civil Servant Framework Act-
1985) stipulated a period of 24 months for senior civil servants (the Gymnasium teacher 
category). The Länder which took this decision wanted to speed up training in order to 
obtain more teachers. However this decision was not approved by Länder such as Bayern 
which had maintained a period of 24 months for the final ‘on-the-job’ qualifying phase. 
As a result, Länder that had maintained a two-year period for this phase often did not 
recognise the teaching diploma. This compromised the mobility of the teachers concerned 
for whom the 1976 provisions could not be implemented.  
 
In 1948, the Länder established the "Ständige Konferenz der Kultursminster der Länder" 
(KMK, or Standing Conference of the Ministers of Education and Cultural Affairs) in 
order to coordinate cooperation in education and training, higher education and research, 
and cultural affairs. It has served as a forum for permanent cooperation ever since. KMK 
resolutions had the status of recommendations until they are enacted as binding 
legislation by the parliaments of the Länder ("Landtage"). They were implemented in the 
individual Länder as laws, ordinances or regulations. In 1976, the Uniform Regulations 
for the Exchange of Teachers between Länder ("Einheitliche Regelungen für den 
Lehreraustausch zwischen den Ländern") were adopted by the KMK. Each Land accepted 
only as many teachers from other Länder as teaching posts became vacant following 
moves elsewhere by its own teaching staff. And in 1979, the KMK passed a resolution 
concerning the supervision of the examinations by specially appointed civil servants 
("Gemeinsame Regelungen für Lehramtsprüfungen") This resolution obliged the Länder 




examinations for teachers ("Staatsprüfungen für Lehrer")71. The resolution of 1986 
("Dauer des Vorbereitungsdienstes für die lehrberuflichen Laufbahnen des Höheren 
Dienstes"), concerning the length of the final ‘on-the-job’ qualifying phase, obliged the 
(then) 11 Länder to introduce a two-year final ‘on-the-job’ qualifying period before 1 
January 1990 and recognised diplomas awarded up to 30 June 1991, following an 18-
month qualifying phase of this kind. It was complemented by the KMK resolution of 
1990 on the implementation of the EEC Directive 89/48 for the recognition of higher 
education diplomas awarded on completion of professional education and training lasting 
at least three years. The resolution resulted in comprehensive mutual recognition of the 
teaching diplomas awarded by any of the Länder. It provided minimum requirements for 
recognition of the qualified teacher status that these diplomas represented. 
 
After the Reunification the Federal and Soviet teacher training systems were merged. The 
teacher training courses of the former GDR got recognized in 1993 ("Vereinbarung über 
die Anerkennung und Zuordnung der Lehrerausbildungsgänge der ehemaligen DDR zu 
herkömmlichen Laufbahnen") to enable the assignment of its teachers to conventional 
career paths72. In 1994, framework agreements were adopted on training and 
examinations for the six types of career in teaching and in 1995, a KMK resolution was 
passed to reform the structure of teacher training ("Studienstrukturreform für die 
Lehrerausbildung") which stipulated a set of minimum standards for (1) the study of at 
least two subjects or subject areas (including subject-related teaching methodology) and 
(2) the study of an educational science component with compulsory study of educational 
theory and psychology, as well as a choice of additional subjects (e.g. philosophy, social 
sciences/ politics and theology) in the form of standard periods of study 
("Regelstudienzeiten") and hours of attendance per week during a semester. However, 
despite these harmonization measures, as a result of budgetary restrictions, the second 
transitional remuneration ordinance ("Zweite Besoldungs Übergangsverordnung") of 
1997 set that teachers in the new Länder shall only receive 87 % of the salary of teachers 
elsewhere in Germany. This regulation expired at the end of 2002 with the 
                                                 
71 At the end of the 1960s there was a trend at some universities in some of the Länder towards extending 
the system of cumulative examinations (continuous assessment) and the right of the students to make 
suggestions for the selection of their examiners. 
72 In 1999, the KMK resolution on the mutual recognition of teacher training diplomas and qualifications 
("Gegenseitige Anerkennung von Lehramtsprüfungen und Lehramtsbefähigungen") provided for greater 




implementation of the "Bundesbesoldungsgesetz"73 (amended Federal Act on the 
Remuneration of Civil Servants). The performance of teachers, as well as their seniority, 
was to be considered before promotion to the next grade. As a result, the highest grade 
would be reached between the ages of 50 and 55, depending on the salary ranking of 
teachers when they became civil servants (nevertheless, provision for salary increases 
based on merit have hitherto been the exception rather than the rule). Finally, the 
"Vereinbarung zur Übernahme von Lehrkräften zwischen Berlin und Brandenburg" 
(Agreement regulating the transfer of teachers from Brandenburg to Berlin) of 2001 
aimed at limiting the migration of teachers from the new Land of Brandenburg to Berlin. 
This measure was enhanced by the recommendations issued by the KMK working 
committees to the Länder about the use of existing resources and emergency recruitment 




In Greece, most of the reforms concerning teachers were launched in the 1970s. For 
instance, the Law 186 of 1975 which established the Centre for Studies in Education and 
Training ("Kέντρο Μελετών και Επιμόρφωσης", or ΚΕΜΕ) and abolished the Higher 
Education Council whose main responsibility had been to plan educational policy and 
promote educational activities at all levels of schooling. This Centre was established in 
order to coordinate the pedagogic and academic counselling of teachers. The law 309 of 
1976 established several councils authorised to take decisions affecting the working 
conditions and status of teachers (duties, promotions, disciplinary issues, abolition of 
posts etc.). Then, the Presidential Decree of 1978 established the first two institutions for 
in-service teacher training in secondary education (SELME, or "Σχολή Επιμόρφωσης 
Εκπαιδευτικών Μέσης Εκπαίδευσης"). Eight more were established later. The duration of 
training was one year and teachers were accepted for courses after passing an entrance 
examination. They were exempt from normal duties during their training. All SELME 
                                                 
73 The New version of the "Bundesbesoldungsgesetz" of 1998 established basic regulations relating to 
teacher salaries although the Länder retained their own legislation on the remuneration of civil servants. 
Since this Law, there is no special legislation governing teacher salaries or pensions. Instead, both are 
subject to general provisions on civil service remuneration and pensions (annual increases in civil servant 
salary scales are subject to an annual reduction of 0.2% from 2000 to 2015, which means that they will 
clearly be lower than increases in the private sector, perhaps by over 10 %). "Verordnung über die 
Gewährung von Mehrarbeitsvergütung" (Federal decree on overtime pay). In rare cases in which teachers 
have to work overtime because one of their colleagues absent for a long period cannot be replaced by a 




followed the same curriculum (for teachers of the same subject). In 1982, the Law 1268 
on the ‘Structure and Operation of Higher Education Establishments’ set up teacher 
training departments in universities; and the Law 1304 introduced the post of school 
counsellor and simultaneously abolished that of inspector. The role of counsellors 
included the provision of support in academic and teaching matters, and involvement in 
the appraisal of teachers in cooperation with the school head. Counsellors were also 
meant to contribute to the teacher training dimension of education in cooperation with the 
Pedagogical Institute, and encourage research into educational issues. They were to be 
selected for a 4-year period by authorised councils from among teachers with permanent 
tenure in accordance with certain requirements and procedures.  
 
Moreover, the Greek Law 1566 of 1985 (still in force) set out the general aims of all 
levels and types of school education: the Pedagogical Institute (PI, or "Παιδαγωγικό 
Ινστιτούτο") was reestablished as the most important institution concerned with the 
academic and teacher training dimension of the education system (Article 24/1566); 
education authorities and councils were established at regional and local level; 
compulsory in-service training en masse was introduced (year-long and short teacher 
training courses organized on a regional basis through Regional Training Centres (PEKs, 
or "Περιφερειακά Επιμορφωτικά Κέντρα")). The Presidential Decree 250 of 1992 offered 
a new teacher training structure with a common curriculum for all PEKs, which included 
courses in academic subjects, teaching methodologies and the use of computers. Training 
was of two kinds: (1) four-month training for teachers who were on the waiting list, but 
had to complete the training successfully in order to qualify as candidates for recruitment 
with permanent tenure. At the end of the course, they had to pass written exams; (2) 
short-term periodic in-service training for all teachers who attended the courses for three 
months during which they were exempt from their duties (and replaced by the candidates 
who successfully completed initial training). Finally, the Educational reform of 1997 
(Law 2525) introduced the system for the assessment of teacher performance to evaluate 




In Ireland, the Teaching Council Act (No. 8 of 2001) established the Teaching Council to 




maintain and improve the quality of teaching; to provide for the establishment of 
standards, policies and procedures for the education and training of teachers and other 
matters relating to teachers and the teaching profession; to provide for the registration and 




At the time of the establishment of the State of Israel in 1948, there were  only ten 
Jewish teacher-training institutions in Israel (of which, 5 in Jerusalem). In the mid-1950s, 
universities were officially charged with the task of training teachers for high schools and 
in the early 1960s the teacher-training system obtained recognition. The training period 
was extended to 3 years and academic degrees were awarded to qualified graduates 
(gradual application). Pre-academic programs were established (targeted at immigrant 




The 1974 Law, that reorganized for the first time the entire education system, granted 
teachers a legal status similar to that in other professions. Centres were created for school 
experimentation, the professional development of teachers and educational research 
(IRRSAE).  In 1982, the D.P.R. 782/1982 stipulated the definition of the teaching posts at 
the lower secondary level, and the Norm 270/1982 aimed at solving the complex problem 
of precarious working contracts for teachers by granting some of them permanent 
working contracts and by introducing rationalisation norms for employment. This Law 
introduced the so-called "doppio canale" (double channel) under which 50% of teaching 
posts were assigned to those who had passed the competitive examinations, and the other 
50% for those already qualified to teach as a result of their selection in a competitive 
procedure involving assessment of applicants’ qualifications and work experience 
(precarious contracts). Moreover, in 1990, initial teacher training for secondary education 
was introduced as part of the reform of regulations on university teaching (Law 
341/1990). Teacher training for secondary education was to be provided at "scuola 
biennale di specializzazione post-lauream" (postgraduate schools offering two-year 




in 1999, extra pay got entitled to staff members involved in school projects operating in 




The second half of the century was marked by series of reforms concerning teacher 
training, and recruitment criteria. The first main reform was the Secondary Education Act 
(WVO) of 1968 which sought to introduce an integrated system of secondary education 
and included teacher training within education at this level. It also laid down a system of 
three levels at which teachers could qualify and, from this period onwards, there would be 
three types of teacher training as follows: the so-called MO-courses; the new-style 
secondary teacher training (Nieuwe Lerarenopleiding, or NLO); and the university 
teacher training certificates (didactische aantekening).  
 
The "Wet Twee-Fasenstructuur" (the Law on a two-phase two-tier university structure) of 
1982 placed teacher training courses in the second phase of university education after the 
first degree (a Master’s degree). In 1986, the "Wet op het Hoger Beroepsonderwijs" 
(WHBO, or the Higher Professional Education Act) transferred the former "nieuwe 
lerarenopleiding" (NLOs, or teacher training institutions) to the "hoger beroepsonderwijs" 
(HBO). Trainee teachers now had to specialise in only one subject area instead of two. 
Since 1986, teacher training in the "Hogescholen", known as "Lerarenopleidingen" VO, 
has consisted of full-time and part-time grade-two teacher training, as well as part-time 
grade-one training. The grade-three qualification has been abolished.  
 
The introduction of a teacher training quality assurance system at universities dates back 
from 1988. The system consisted of self-evaluation followed by peer review for each 
discipline or cluster of study programmes, and functioned in accordance with a four- to 
five-year cycle.74 In 1995, several experiments were started in which the practical period 
of teacher training was transformed into a dual structure for both learning and working, 
known as "Leraar in Opleiding" (LIO). A convention was also passed between the 
Ministry and HBO-Raad (Hogescholen council) on the development of a common 
curriculum for teacher training, known as "Process Management Learenopleidingen" 
                                                 
74 The 1988 teacher training quality assurance system was introduced in the HBO (Hoger Beroepsonderwijs 




(PML, or process management of teacher training for secondary education)75. In 1998, the 
number of hours in a standard working year was set at 1659 (equivalent to 36.86 hours 
per working week) for all sectors of education, including in-service training, and 
experiments were made with classroom assistants (in 60 schools).  
 
At the end of the 1990s, measures regarding the recruitment of teachers were passed. As 
from 1998, teachers were to be appointed by the appropriate school authority 
(“Bestuursaanstelling” at the “Bevoegd Gezag”) rather than by one school. They could be 
offered a temporary contract in only a limited number of cases and for a limited period of 
time (1 year renewable once only for a further year). Temporary appointments were also 
possible in the event of replacement, temporary positions or specific projects. Under 
exceptional circumstances, schools could apply for a temporary dispensation (“tijdelijke 
ontheffing”) from the education inspectorate, enabling them to appoint non-qualified 
teachers. In 1999 a first policy memorandum, known as "Maatwerk voor Morgen" (tailor-
made solutions for tomorrow), presented an integrated policy approach to achieve a more 
demand-driven labour market for education, as well as the transition from a relatively 
closed market to a more open and varied system for the supply of teachers. In 2000, the 
“Maatwerk 2”, a second policy memorandum, established reserve pools of personnel to 
replace sick teachers. They consisted of experienced teachers and others less directly 
involved in education, such as teaching assistants and staff working in after-school care 
under the supervision of qualified teachers. The so-called "zij-instroom" was introduced 
and regulated by the ‘side entrance’ Interim Act of July 2000. It implied the extension of 
access to the teaching profession for people with experience in other sectors of 
employment or with higher education qualifications. 
 
With regard to teachers’ salaries, the Dutch education system suffered important 
turbulences during the 1970s and 1980s. In 1975, the government introduced a stringent 
programme of retrenchment to limit public expenditure, which held back any significant 
salary increases. As a result, the teaching profession became less competitive than 
employment in the private sector. This reduction of teachers salaried went further with the 
"AHA-maatregel" of 1979, which implied a reduction in salaries for new teachers and/or 
a lengthening of the period in which they could reach their maximum wage level (HABO-
                                                 




raad, 1979). In 1981, an extension of the salary scales came along the so-called 
‘deduction resolution’, which resulted in the fact that the gross salaries of civil servants 
could be cut by up to 6%. In 1985, a law was passed on interim decreases in salaries in 
education (WIISO deductions) and the "Herziening Onderwijssalarisstructuur" (HOS) 
system was introduced, under which the staff salary structure of the education sector was 
overhauled. As a result, salaries in teaching got based on tasks and levels of 
responsibility, while the careers and salary scales of teachers got extended so that their 
final salaries would be higher. At last, in 1991, 1994, 1997, the starting salaries of 
teachers got successively increased, and since 2001, the period in which teachers will 
reach their maximum income has been shortened from 26 to 21 years in successive 




Among the reforms having affected Portuguese teachers’ training  is the reform of 1974 
on  professional teacher training courses which put an end to the state examination and 
the distinction between posts for men and women (which severely penalised the latter), 
and increased the overall number of posts on offer and the responsiveness of training to 
all educational influences. Then, the Publication of Decree 519-T1 of 1979 established 
new contractual arrangements for teachers with general academic training but no 
professional training, by enabling them to complete the latter in service 
(“profissionalização em exercício”). New forms of initial training in accordance with the 
concurrent model were offered at ISCED level 5A to prospective teachers in lower 
secondary education at the new universities (Evora, Aveiro, Minho). In the mid-1980s, 
the "Lei de Bases do Sistema Educativo" (Basic Law on the Education System), which 
extended compulsory education from 6 to 9 years, also established the fundamental 
                                                                                                                                                  
but quality standards and exit qualifications. 
76 In 2002, the period in which the maximum salary is reached was further reduced from 21 to 18 years. 
77 Further measures were passed in 1994, 2000 and 2001 respectively, regarding the working conditions of 
teachers. Among these are the so-called BAPO arrangement of 1994, under which staff aged 52 or over 
could opt for a reduction in working time with only a relatively small decrease in wages; the 1994 Decree 
on staff in education and research who became unemployed (schools were made responsible for 
compensating staff who become unemployed as a result of mergers between schools or fluctuations in pupil 
enrolment);  the 2000 law on flexible pension allowances after the age of 61 are being increased; and the 
Collective Employment Agreement (CAO) of July 2001. Its major areas relate to clearer distinctions 
between various school tasks, an increase in the number of class assistants, greater emphasis on teacher 




principles of teacher training (university training for all teachers, the right to in-service 
training); enhanced by the Decree 344/8978, the "Estatuto da Carreira Docente" (status of 
the teaching career) of 199079, the special legal arrangements of 1992 for in-service 
training (“formação continua”) and the revisions of the "Estatuto dos Educadores de 
Infância e dos Professores dos Ensinos Básico e "Secundário"" of 199880. 
 
Finally, at the end of the 1990s, the Parliament declared that teacher training, for all levels 
of education from pre-primary to the end of secondary education, shall lead to the award 
of a "licenciatura" (university degree, a ISCED 5A level), and determined the principles 
and organisation of specialised teacher training (supervision, school administration, 
curriculum development, special educational needs) (Decree 95/97). The "Instituto 
Nacional de Acreditação da Formação de Professores" (National Institute for the 
Accreditation of Teacher Training - INAFOP) was created in 1999 to introduce quality 
standards for teacher training, and unemployment benefits were awarded for the first time 




The first reform affecting the 20th century teachers in Spain was the 1845 reform which 
turned the majority of secondary school teachers into civil servants. Since 1845, around 
70-75% of teachers are civil servants within the “Cuerpo de Profesores de Secundaria” 
(the ‘body’ of teachers for secondary education), as against the 25-30% who have an 
                                                                                                                                                  
stronger opportunities for ‘side entrance’ into the teaching profession, and a strengthening of educational 
assistance to schools and individual teachers. 
78 The Decree 344/89 approved the general regulations for teacher training for all levels (excluding tertiary 
level) with which the universities and higher education institutions had to comply with when developing 
their curricula, in accordance with the conditions governing their academic autonomy. 
79 The terms and conditions of service of teachers initially were set out in two government enactments 
(Statutory Order 408/89 of 18 November, which determined their career structure and salaries, and 
Statutory Order 139-A/90 of 28 April, which approved the status of teachers) and covered virtually all 
contractual and professional issues related to public teaching practice. They included the professional rights 
and duties of teachers, their training, recruitment and selection, access to the teaching career, career 
structure and remuneration, evaluation of performance and possible promotion within the profession, 
mobility, working conditions, disciplinary arrangements, holidays and leave of absence, age limits and 
retirement and transitional measures. 
80 In 1998, the "Estatuto dos Educadores de Infância e dos Professores dos Ensinos Básico e "Secundário"" 
was reviewed and updated as regards various provisions concerning the status negotiated in the second half 
of the 1980s. The working hours of teachers and instructors are fixed at 35 hours a week, which included a 
teaching and non-teaching component. 
81 For the first time within the public service, certain teachers without a place after teaching a certain 




‘interim’ appointment for a fixed period. Civil servant teachers have full job security, in 
principle until retirement. Although the salary structure is the same and the same 
principles govern remuneration, there are significant salary differences among the 
Autonomous Communities. Features of incentives and promotion may similarly vary 
from one Autonomous Community to the next. 
 
With regard to the training requirements of teachers, the "Ley General de Educación y 
Financiamiento de la Reforma Educativa", LGE (General Act on Education and 
Financing of the Educational Reform) of 1970 introduced compulsory professional 
training at upper secondary level in the public sector. At the end of this training (a 
minimum of 300 hours), the "Certificado de Aptidud Pedagógica" (CAP, or ‘certificate of 
pedagogical aptitude’) was awarded. Teachers of EGB follow a training lasting three 
years. This measure was followed in 1985 by the creation of the "Centros de Profesores" 
(CEPs, or ‘teacher centres’) with the purpose of providing the in-service teacher training 
formerly offered by the universities. The CAP was first amended in 1990 to provide for 
the award of a "título de especialización didáctica" (title of ‘specialisation in didactics’) at 
the end of a qualifying teacher training course lasting at least one academic year. As the 
law created "Educación Secundaria Obligatoria" (ESO, or compulsory secondary 
education), it changed the identity of teachers as a professional body. Teachers in general 
basic education who were qualified to work in secondary education became part of the 
"Cuerpo de Profesores de Enseñanza Secundaria" after passing the competitive exam and 
had to have the degree of "Licenciado, Ingeniero or Arquitecto". Then, in 1995, the Royal 
Decree of the "Curso de Cualificación Pedagógica" (CCP, or pedagogical qualification 
course) made this one-year course (the former CAP) compulsory if teachers were to 
obtain the professional diploma of ‘specialisation in didactics’ which in turn was required 




Until the 1980s, teachers for the “grundskola” were trained in three different types of 
course corresponding to junior level (years 1-3), intermediate level (years 4-6) and 
subject teacher sets (years 7-9). But with the Act of Parliament on New Teacher Training 
for Grundskolan (“En nylärarutbildning for grundskolan”, SOU 1984/85:122) of 1988 




the following four components: an introductory practical/pedagogical course of 20 
credits; a so-called communication block of 40 credits; a specialist component of 60 
credits directed towards the higher years; and a practically oriented course of 20 credits. 
Further on, in 2000, an Act of Parliament defined a five-year agreement on a new form of 
initial training for teachers at all levels of education82.  
 
2.3.3.  Education decentralization (ISCED 2-4) 
 
Decentralization is defined as the transfer of decision-making authority closer to the 
consumer or beneficiary. This can take the form of transferring powers to lower levels of 
an organization, which is called deconcentration or administrative decentralization. A 
popular form of deconcentration in education is to give additional responsibilities to 
schools. This is often called school autonomy or school-based management and may take 
the form of creating elected or appointed school councils which are given budgets and the 
authority to make important educational decisions. Deconcentration may also take the 
form of empowering school directors or directors and teaching faculty to make decisions 
within the school (Gamage and Sooksomchitra, 2006). 
 
Another form of decentralization, called devolution, entails transferring powers to lower 
levels of government. Most often, education responsibilities are transferred to general-
purpose governments at the regional or local levels. Examples are the decentralization of 
basic education to local (district) level governments, as in Sweden and Finland. When 
education responsibilities are transferred to general-purpose governments, the elected 
governing bodies of those governments must make decisions about how much to spend 
                                                 
82 The main features of this five-year agreement were as follows: • common initial training leading to a new 
integrated degree incorporating eight of the earlier teaching degrees. The degree in Education for the 
Compulsory School was replaced by a teaching degree (“Lärarexamen”) with a specialisation in teaching in 
the first years or higher levels of the compulsory school; • the structure of the programme was made up of 
the following three well-integrated areas of education: general training focused on common basic 
competence (60 credits), particular subjects or subject areas (a minimum 40 credits) and specialised 
education (a minimum 20 credits); • the new degree required the completion of at least 120 but no more 
than 220 credits, depending on the chosen area and level of education; training for teachers in higher (lower 
secondary) level of the “grundskola” required a minimum of 180 credits (four-and-ahalf years); • regulated 
working hours included an average of 104 hours/year for each teacher for competence development 




on education versus other local services83. This section reviews the origins and evolution 
of this growing decentralization trend among the SHARE countries. 
 
Among the first countries launch the decentralization of education by law is the 
Netherlands, where since a law of 1917, all schools, both public and private, are governed 
by a legally organised competent authority (Bevoegd Gezag) which is responsible for 
implementing legislation and regulations in schools. The municipal authorities have a 
dual role as the local authority for all schools in their area (whether publicly or privately 
run), and as the competent authority for public-sector schools. This authority in the case 
of a private school is the board of association, foundation, or church body that set it up. 
This statutory equality of public and private schools is an important feature of the Dutch 
education system. Further on, since the Staff Budget System (Formatiebudgetsysteem, or 
FBS) of 1992, schools have received a budget for staff in the form of ‘units of account’ 
determined on the basis of legal norms and criteria. The 1993 "Wet op het hoger 
onderwijs en wetenschappelijk onderzoek" (WHW, or Higher Education and Scientific 
Research Act) granted considerable autonomy to higher education institutions and 
progressively transferred the funding of teachers’ in-service training to the schools. 
Moreover, the “Collectieve Arbeidsovereenkomst Decentralisation" (CAO) of 1996 are 
collective employment agreements for secondary education between the employer and 
employee organisations. These agreements decentralised the staffing policies of schools 
and expected them to apply integral "personeelsbeleid" (integrated personnel policies). 
Schools could decide on the numbers of teachers and other staff to be appointed, as well 
as differences in staff rewards and task allocations, and draw up (re)training policies and 
additional conditions of employment. Finally, the Maatwerk III (policy paper) of 2001, by 
the Ministry of Education, Culture and Science, contained proposals to assist schools in 
the development of their own integrated personnel policies. To this end, the Ministry 
made available an extra budget of EUR 0.54 billion. 
 
Second, Italy initiated the process of decentralization of school authority already in the 
1970s. The Presidential Decree 10/1972, issued just after the establishment of the 
Regions, provided for the transfer of the competences on 'artisan and vocational 
                                                 
83 Read more: Decentralization and Education - Definition, Measurement, Rationale, Implementation, 





education' from the Ministry to the Regions. It applied exclusively to the outside-school 
system. The Law of 1974 followed by the Law 517/1977 further altered the organisation 
of lower secondary schools by giving the newly created councils at school level more 
power to decide curriculum matters. Furthermore, the Law 845/1978 provided a national 
framework regulating the responsibility of the Regions with regard to vocational 
training84. Then in the 1990s, these efforts went further, with the progetto Brocca, C.M. 
27/1991, which constituted the first national experimentation of full school autonomy. 
Then, the Law 59/1997 initialised a far-reaching decentralisation process of relevance to 
schools. It included decentralisation of the tasks of school administration; school 
autonomy as far as the curriculum was concerned; the enhancement of the role and 
individual skills of teachers; and a redefinition of the responsibilities of teachers in 
relation to planning and pedagogical research. In 1998, the responsibility of Regions was 
legalized for deciding the regional school calendars and, in 1999, school autonomy got 
further regulated by the D.P.R. 275/1999 and the financial law which foresaw the 
possibility for the communes to ‘offer free loans for textbooks to upper secondary school 
students who meet the requirements’. Finally, the decentralization of authority from the 
State to the Regions, the Communes and the schools was also facilitated by the 
introduction in 1993 of the privatisation of public-sector employment contracts in 
accordance with similar arrangements in the private sector. 
 
In the 1980s, the Netherlands and Italy were joined by several countries, among which 
Greece, France, Sweden and Belgium. In Greece, the law 1304 of 1982 established 
prefectorial and local education directorates and offices ("Διευθύνσεις και Γραφεία 
Δευτεροβάθμιας Εκπαίδευσης"), which have exercised administrative authority over 
schools and teachers, and are supported by the abovementioned councils. Further, the 
Law 1566 of 1985 (still in force) established education authorities and councils at 
regional and local level. In France, secondary education institutions were given the status 
of local public establishments in 1983 as part of the policy of decentralisation and 
distribution of responsibilities between the State and local government administrations. In 
1999, whereas the procedures governing movements within the teaching profession got 
geographical decentralized, in-service training got centralized at the Ministry level 
through the introduction of a national programme of monitoring. In Sweden, the 
                                                 




Education Act (“Skollagen”, SFS) of 1985 gave the responsibility for school management 
to the municipalities, which were obliged to provide a number of basic services and 
ensure that Swedish schools upheld equivalent standards. The municipalities were granted 
extensive autonomy in administering them. All school teachers in municipal schools were 
made to municipal employees. To be permanently employed, a teacher had to have 
completed a teacher study programme at a university or university college. Applicants not 
fulfilling this requirement could be appointed for a maximum 12 months at a time. 
Moreover, in 1991, the authority to regulate staff conditions of employment in the public 
sector was transferred from central level to the local authorities and the number of pupils 
per class got limited to a maximum of 25. In Belgium, the 1989 Special Law on the 
financing of the Communities and Regions introduced mechanisms aimed at making them 
financially accountable for their new responsibilities, including education. In 1993, the 
French Community defined regions as responsible for the administration of vocational 
education and adopted the Charter of March 1993 for dual education and training defining 
the respective roles of schools and companies. 
 
In the 1990s, the Czech Republic and Austria launched their own decentralization 
reforms. In the Czech Republic, the Law on State Administration and Self-Government 
(“Zákon o státní správě a samosprávě ve školství” No. 564/1990) introduced a system of 
management under which schools became autonomous and could register as legal entities. 
In 2000, a new administrative reform strengthened self-administration and included 
educational administration in public administration. In Austria, pilot projects were 
launched in 1993 regarding “Schulautonomie” (school autonomy). In 2001, an internal 
school behaviour policy (“Erziehungsvertrag”) was introduced aiming at involving 
parents more actively in their children’s upbringing, at awaking a sense of responsibility 
in pupils and at providing teachers with clear guidelines regarding the sanctions available 
to them; and the Province Teacher Service Code was adopted to made the work of 
teachers more transparent and enabled the general public to be more aware of the 
activities of teachers within and beyond the school. 
 
                                                                                                                                                  




Finally, in Portugal, it is only in 2001, with the Statutory Order 6 of 18 January, that basic 
schools got allowed to establish certain specific curricula areas and draw up precise 
timetables for the subjects included in their study plans.   
      
2.3.4.  Special education reforms (ISCED 2-4) 
 
The first measures targeting specifically ‘special’ education date back from the 1970s. In 
1970, the Belgian Law on special and integrated education stated the enrolment of 
children with special needs in centres for special education adapted to each particular 
learning difficulty. Compared to mainstream education, special education was subject to 
more stringent pupil/teacher ratios and special requirements for assistance such as those 
provided by medical and paramedical staff, speech therapists and physiotherapists. In 
1978, the types and the organisation of special education, including the admission 
requirements, were defined by Royal Decree. In 1989, the French Community launched 
the ZEP experiment ("Zones d'Education Prioritaire", or priority education zones) and in 
1997, the Flemish Community passed a Decision concerning the tasks, composition and 
functioning of the consultative commissions for special education. Moreover, the Italian 
Law 517 of 1977 already provided for the integration of handicapped pupils in ordinary 
schools. But it is the framework Law 104 of 1992 that regulated the assistance, social 
integration and other entitlements for the disabled. It granted them the right to education 
in mainstream classes at all levels (including university), laying down precise regulations 
for the diagnosis and certification of disabilities, and for full integration of the disabled 
into mainstream schools, which involves reducing the number of pupils in each class. 
Further on, the Ministerial Decree 141 of 1999 uniformly regulated the procedures for 
ensuring that classes in schools of every level and type would include pupils with special 
educational needs. The Decree established that, as a rule, classes could not contain over 
20 pupils and that the inclusion of more than one pupil with special needs in a class 
would be possible if there was no other solution or if that pupil had only a minor 
disability.  
 
A second group of countries joined these efforts in the 1990s, counting Sweden, Austria 
and the Netherlands. In 1993, Sweden passed a law on service and support to certain 




1993:387). More recently, in 2001, the reform of teacher education strengthened the place 
of special needs teaching. This law compelled all student teachers to study special needs 
teaching within the training programme, and an advanced special needs teaching 
programme with its own degree was also planned. Students with a physical disability 
shall normally attend mainstream schools, while those with impaired hearing may attend 
special schools. Special schools or integrated classes for pupils with learning disabilities 
were established within the compulsory school system. Austria prescribed by law the 
integration of children requiring special educational assistance into the “Haupschule” 
only in 1993. This law was based upon the “Volksschule” (primary school) model. In 
1996, the “Fruhwarnsystem” (early warning system) was then introduced as an 
amendment to the School Education Act of 1996, to prevent failure at school and improve 
education quality. Provisions on the integration of pupils with special education needs at 
lower secondary schools were also established by an amendment to the School 
Organisation Act of 1996. In the Netherlands, as of the 1999/2000 school year, individual 
pre-vocational education have been incorporated into learning support (LWOO) 
"leerwegondersteunend onderwijs" in VMBO and practical training "primair onderwijs" 
was introduced. With these changes, special schools for secondary education "voortgezet 
speciaal onderwijs" (previously special secondary schools for children with learning and 
behavioural difficulties (VSO/LOM) and children with learning difficulties (VSO/MLK)) 
have become part of mainstream secondary education. Since 1 January 1999, schools 
providing VMBO and practical training and special schools for secondary education have 
been required to work together in consortia to cater for children with special needs within 
mainstream secondary education. 
 
At last, since 2000, the Czech Republic, Greece and Ireland have passed specific laws on 
‘special’ education. In the Czech Republic, the reform of 2000 created a new position of 
educator/teacher assistant for all socially disadvantaged children (including Romany 
children). In France, a Circular of 1997 was passed on the training to prepare prospective 
teachers of children experiencing difficulty at school for the examination leading to the 
"Certificat d'Aptitude aux Actions Pédagogiques Spécialisées d'Adaptation et 
d'Intégration Scolaire" (CAPSAIS, or certificate of proficiency in specialised teaching for 
academic adaptation and integration). This measure was complemented by the 
Memorandum No. 97-123 of the same year on the required skills of secondary school 




with issues concerning students with special educational needs (""Άτομα με ειδικές 
ανάγκες""). Subsequently, teaching materials, dealing with questions of vocational 
guidance, have been produced for certain categories of special needs. A Special 
Education section has been set up at the Pedagogical Institute, and support offered by a 
special education teacher is envisaged for students with special educational needs who 
attend mainstream schools. Finally, Section 7 of the Irish Equal Status Act of 2000 
impacted on secondary education in terms of guaranteeing access to, and participation in, 
such schools by members of named minority groups including those with disabilities and 
members of ethnic minority groups. 
 
2.4. Tertiary education reforms (ISCED 5-6) 
 
Finally, this section focuses on the origins and evolution of the reforms that influenced 
the last century’s tertiary education, i.e. ISCED 5A, ISCED 5B and ISCED 6. 
 
As illustrated by Geuna (1999), contemporary European universities are the product of 
about 800 years of evolution and their current standing is the result of a series of 
historical events. During the 19th century, new models of teaching and research 
institutions emerged in Germany, England and France. While the French strong state 
control and utilitarian perspective85 spread to countries such as Portugal, the English and 
German structuring of knowledge into disciplines spread to all the other European 
countries and created a modern research-oriented type of university86. On the one hand, 
the German model originated from the Wilhelm von Humboldt Law of 1808, known as 
the ‘Humboldtian university model’ according to which the ideal university shall be an 
“institution for the cultivation of excellence, which is free in the internal realm of 
research, privileged by the State and the Law, discharged in relation to the normal state 
                                                 
85 The peculiarity of the French system resulted mainly from the Law of 1793 which abolished the 22 
French universities in favour of the establishment of two new types of institutions. On the one hand, 
independent faculties persuying the study of the liberal arts, and on the other hand, new schools, « les 
grandes écoles » (e.g., Ecole Polytechnique, 1794; Ecole Normale Supérieure, 1795) which focused their 
research and training on utilitarian subjects. Hence, at the end of the 19th and early 20th centuries, the 
French system was characterised by a clear subdivision between « grandes écoles » and universities, and by 
a bureaucratic state control inherited from the Napoleonic period (ibid., p. 48). 
86 Although Oxford and Cambridge developed their scientific and technological capabilities along the line 
of the German research model, it is under the influence of the Scottish system that the so-called 




affairs in the broader society” (Spinner, 1993, p.142). On the other hand, with regard to 
the English model, although Oxford and Cambridge did develop their scientific and 
technological capabilities along the line of the German research model, it was under the 
influence of the Scottish system that the other universities and colleges developed the so-
called ‘professional’ system (Perkin, 1984). Hence, English universities served two 
objectives, namely the research function with the emphasis on liberal education and the 
goal of preparing students for a professional career (Geuna, 1999).  
 
Thus, at the dawn of the 20th century, the English system could be characterized by an 
institutional independence, the German system by autonomy of the chair holder and the 
French system by a higher education essentially utilitarian and at the service of national 
interests (ibid.). Out of these three main systems, it is the German model that influenced 
the most the new ideology of university across Europe by launching a spontaneous trend 
towards the subdivision of knowledge into scientific fields (Wittrock, 1993). While some 
countries (such as the Netherlands) imitated the German model to a large degree, others 
only borrowed some of its aspects (such as Austria and Sweden), developing their higher 
education and research system on the basis of national specificities.  
 
Among the main reform trends87 characterizing the first half of the century (up to the 
Second World War, WWII) are (i) the reforms towards the expansion of specialist and 
technical universities launched by Hungary in the 18th century and followed by Denmark 
in the 19th century, Austria (1850-1900), Belgium in the 1860s, the Netherlands in 1890 
and the Czech Republic in 1918; (ii) the reforms granting the autonomy and academic 
freedom of State universities led by Germany (1808) and followed by Spain (1873)88, the 
Czech Republic (1918) and Italy (1923); (iii) the increase of self-governance granted to 
State universities (e.g., Austria in 1848); and (iv) the reforms granting free and equal 
access to higher education based upon examination, initiated in Sweden (1860) and 
spread further over Europe (e.g., in the Czech Republic in 1918). 
 
                                                 
87 For a complete list of main country-specific higher education reforms, see the Appendix section. 
88 In Spain, the principal of academic freedom was abolished during the regime of Primo de Rivera (1923-
1930). Reforms were developed at university, such as the granting of permission to private university 





During WWII, the Western European reforms granting more autonomy and academic 
freedom got either put on hold or ignored in favour of a more authoritarian and 
centralized system. In turn, as a response to the strong economic growth of the post-war 
period, and to the demographic boom, the 1950s-1970s period witnessed the 
transformation of the elite higher education into a mass institution89. Indeed, during the 
1950s and the 1960s, the number of students attending secondary school increased at an 
extraordinary pace, which led to a dramatic expansion of the potential demand for higher 
education, i.e. the number of students finishing secondary school. Combined to the shift 
in demand for the level and range of skills by industries and governments together with 
social pressures for the democratization of the university system, universities got forced 
to open their doors to all individuals qualified by ability to attend them (Geuna, 1999). 
Series of structural reforms got therefore taken during that period, including the 
foundation of new higher education institutions, the creation of further educational paths 
(technical vs. academic, short vs. long programmes), further examination levels and 
further disciplines and subjects, responding to the needs and specificities of each 
country’s economic market. 
 
In the 1990s, the main reforms have in turn focused on the democratization of higher 
education by providing a higher degree of self-governance to the institutions, 
participation rights to the students, etc. In turn, the dawn of the 21st century has been 
characterized by a return to a more harmonized system of evaluation and examination of 
the students as imposed by the Bologna Process launched in 1999 to make academic 
degree standards and quality assurance standards more comparable and compatible 
throughout Europe.90  
 
3. EXAMPLE: COMPULSORY EDUCATION REFORMS 
AND NUMBER OF YEARS OF EDUCATION 
 
As explained in the introduction of this report, the initial purpose of the collection of the 
education reforms presented here was to serve as contextual variables for the 
                                                 
89 The number of students and researchers, and the level of financing, more than quadrupled between the 




SHARELIFE survey. Hence, in this last section we provide an example of how the 
information contained in this database can be synthesized and coded to generate empirical 
analyses.  
 
Based upon all the data collected, it is possible to draw an endless amount of economic 
analyses addressing the effect of a type of education law (ranging from compulsory 
education to decentralization, passing by curricular laws, special education laws, teacher 
training and teacher salaries laws) on the quantity and quality of education received by a 
specific European cohort. Nevertheless, the aim of this section is not to conduct any such 
advanced empirical analysis. Rather, it aims solely at showing how these qualitative data 
can be inserted into a quantitative framework of analysis. Hence, the choice of the 
example is arbitrary and non-exclusive.  
 
Our example codes the reforms on the duration of compulsory education in order to 
compare the compulsory educational attainment with the actual number of years of full-
time education completed by the 50 year-olds and above across the SHARELIFE 
countries. Its significance lays in the fact that it responds to the raising interest for 
compulsory education among economists to explain income distributions and economic 
growth (Lucas, 1988). Individual schooling attainments are one of the key components of 
the level of human capital in an economy, and have therefore attracted enormous attention 
among labour economists (Card, 2001). They are, thus, an important determinant of 
income distribution and are often thought to be one of the key factors explaining the 
wealth of nations as well as cross-nation differences in economic growth (Belzil and 
Hansen, 2003).  
 
The exogenous variation provided by minimum school leaving age laws has been used in the 
empirical literature since Angrist and Krueger (1991). More recently, the European studies 
by Martins and Pereira (2004) and by Brunello, Fort and Weber (2009) find that one 
additional year of schooling increases conditional wage inequality both for males and for 
females. Among the strengths of these studies is their coverage of several cohorts, with 
the oldest individuals born in the 1940s. Yet, the so far lack of contextual data prior to the 
Second World War did not allow expanding these analyses to earlier cohorts, despite their 
                                                                                                                                                  




evident role on the understanding of the century’s economic trends. Hence, the data 
presented in this chapter aims at filling this gap by enabling the study of individual 
schooling attainments as from the beginning of the 20th century. 
 
Our contextual database on educational reforms reveals that the 20th century has 
undeniably been the century of compulsory education (see Figure 3.1). As illustrated by 
Table 3.1, on average, the duration of compulsory education has been increased by 4 full-
time school years over the past 100 years, ranging from 1 additional year in Austria and 
the Czech Republic to 6 additional years in Germany, Greece, Italy and the Netherlands. 
Hence, whereas the duration of compulsory education lasted on average 6 years at the 
beginning of the century and was the longest in Austria, Belgium and the Czech Republic 
(with 8 full-time school years); by the end of the century, it lasted on average 10 years 
and was the longest in Belgium and the Netherlands with 12 full-time years of education.  
Figure 3.2 provides a snapshot of the evolution of the duration of compulsory education 
in our SHARELIFE sample, by plotting for each country the official duration in 1900 and 
the official duration in 2000. It reveals that although Austria was among the countries 
with the longest compulsory education in 1900, it is the country that reformed the least its 
duration during the last century, which made it ending up among the countries with the 
shortest compulsory education in 2000. On the other hand, Italy, that had among the 
shortest compulsory education in 1900, managed to catch up with the average in 2000. 
Along with the Netherlands, Italy is the country that increased the most the duration of its 







































































FIGURE 3.1. COMPULSORY EDUCATION: YEAR OF REFORMS AND DURATION 
100 
 
TABLE 3.1. COMPULSORY EDUCATION (REFORM YEAR, DURATION AND ENTRY AGE) 
Austria Reform Year 1869 1962      
 Duration 8 9      
 Entry Age 6 6      
Belgium Reform Year 1914 1983      
 Duration  8 12      
 Entry Age 6 6      
Czech Republic Reform Year 1869 1948 1953 1960 1979 1990  
 Duration  8 9 8 9 8 9  
 Entry Age 6 6 6 6 6 6  
Denmark Reform Year 1814 1958 1971     
 Duration  4 7 9     
 Entry Age 7 7 7     
France Reform Year 1882 1936 1959     
 Duration  7 8 10     
 Entry Age 6 6 6     




(FRG) 1992   
 Duration 4 8 10 9 9 (10)*   
 Entry Age 6 6 6 6 6   
Greece Reform Year 1911 1927 1976 2007    
 Duration  m 6 9 10    
 Entry Age m 6# 6 6    
Italy Reform Year 1861 1923 1962 1999    
 Duration  4 5 8 10    
 Entry Age 6# 6# 6 6    
Netherlands Reform Year 1900 1920 1942 1968 1969 1971 1981 
 Duration  6 7 8 9 10 11 12 
 Entry Age 6 6 6 6 6 6 4 
Spain Reform Year 1857 1931 1970 1990    
 Duration  m 6 8 10    
 Entry Age m 6 6 6    
Sweden Reform Year 1842 1962      
 Duration  7 9      
 Entry Age 7 7      
Notes: (*) Since the Reunification, compulsory education lasts 9 years in the majority of Länder and 10 years in 
few Länder from the previous GDR. (#) No official record of the compulsory entry age relative to this specific 
reform. The entry age is therefore arbitrarily deducted from the information provided by the previous and/or next 


















FIGURE 3.2. Duration of compulsory education in 1900 and in 2000 by country 
  
The first step towards an understanding of whether the intergenerational upgrade of education 
levels is an endogenous or exogenous phenomenon, it is essential to confront the reported 
years of education and the official duration of compulsory education. More specifically, it is 
pertinent to investigate whether the number of years of education reported by the individuals 
of our sample are below, aligned or above the official compulsory years of education targeting 




































Austria Germany Sweden Netherlands Spain Italy France Denmark Greece Belgium Czechia Poland
Educational attainment Compulsory education  
FIGURE 3.3. Sample average years of educational attainment and compulsory education, by country 
 
Figure 3.3 reveals that all countries report higher educational attainment levels than the 
compulsory education duration. Moreover, from this graph it seems that the duration of the 
compulsory attainment is not correlated with the actual total attainment (indeed, corr=.1275). 
For instance, Germany and Denmark present respectively an average of 8 and 7 additional 
years of schooling after the end of compulsory education, which places them among the three 
countries with the highest educational attainment levels. Yet, it is worth noticing that their 
respective average compulsory schooling is no more than 4.44 years in Germany and 5.35 
years in Denmark, which represent the shortest compulsory schooling durations among our 
sample. On the hand, countries like Austria and Poland reveal an overall long compulsory 
schooling (8.20 and 7.48 years respectively) but, on average, less than 2 additional years of 
non-compulsory schooling.   
 
Figure 3.4 zooms at these country variations by reporting the net educational attainment, 
measured as the difference between the number of years of full-time education and the 
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FIGURE 3.4. Net educational attainment (measured as the difference between years of educational 
attainment and years of compulsory education), by age group and country 
 
Null or positive net educational attainments comfort the literature on labour economics, 
according to which education reforms have a positive impact on education attainment. A null 
result simply implies that the education attainment has increased in line with the law. A 
positive result indicates that the education reform may have contributed to the increase in 
number of years of education alongside other factors; e.g., the emergence of a competitive 
highly skilled labour market, lifelong learning public and/or private incentives, an economic 
boom or, on the contrary, a slow economy creating the need to create incentives to retain 
young people in education longer to postpone their entrance into the labour market. The 
higher the positive result, the lower the role played by the reform. On the other hand, a 
negative result clearly indicates the failure of the reform. This may be due to diverse reasons 
including political instability (due to a series of governmental shifts, a coup d’état or a civil 





From Figure 3.4 it appears that, already by the beginning of the century (reflected in the 80+ 
cohort), the education attainment of individuals exceeded compulsory education in all 
countries. Moreover, Denmark and Germany have maintained their strongly positive gap 
across generations. The low German intergenerational mobility is a known fact (OECD, 2004; 
Esping-Andersen, 2004; Woessmann, 2004; Schuetz et al., 2005; Heineck and Riphahn, 2007) 
and is explained by a positive, yet invariant impact, of parental background over time (see, 
e.g., Blossfeld, 1993 and Dustmann, 2004, who considered similar birth cohorts as the ones 
presented in our example). Likewise, the remaining high positive gap in Denmark between 
years of education and the duration of compulsory education confirms what the literature has 
already demonstrated, namely the existence of an intergenerational upgrade in education level 
combined with a ‘true’ state dependence, i.e. that the level of the parents’ education in itself 
matters for the educational attainment of the child (Hansen, 1995; Zangenberg and Zeuthen, 
1997; Nielsen et al., 2001).  
 
Furthermore, apart from the above mentioned countries, all the others have retained rather 
stable positive gaps across generations, which can either be interpreted as a lack of effect of 
the compulsory education laws or as the sign of a positive impulse by the compulsory 
education laws towards a proportionate increase in years of education. Finally, as revealed by 
Figure 3.5, another important observation is the persistent overall gender gap across countries 
and across generations, in favour of males, which confirms the extended literature (e.g., 
Becker, 1964; Altonji and Blank, 1999; Charles and Luoh, 2003). Yet, it is worthwhile 
noticing the much larger confidence intervals framing the results of males compared to those 
of women. This means that in our sample of European 50+, men have suffered from more 
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Average difference between educational attainment and years of compulsory education, by country and gender
 
FIGURE 3.5. Net educational attainment (measured as the difference between years of educational 
attainment and years of compulsory education), by gender and country 
 
The aim of this example was solely to illustrate the application of the qualitative education 
context variables presented in this report into a quantitative dataset91. It did not aim at 
conducting any empirical analysis.  
 
                                                 
91 For a detailed list of the reforms collected for this database, please refer to the country-specific tables in the 
Appendix. 
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4. FURTHER RESEARCH 
 
The data collected for the purpose of the SHARE contextual dataset on education and presented in this 
report shall serve the interests of researchers concerned with socio-economic and welfare issues. Its 
initial purpose is to be applied to the SHARELIFE data. However, its scope of significance goes 
beyond the sole SHARE survey and may be used in combination with any other longitudinal or cross-
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APPENDIX - DATABASE ON EDUCATIONAL REFORMS  
 
This appendix displays the country-specific tables of the macro data on educational reforms presented 
in this report92.  
 
The countries covered by this database are (in alphabetic order): Austria, Belgium (Flemish 
Community), Belgium (French Community), the Czech Republic, Denmark, Finland, France, 
Germany, Greece, Hungary, Ireland, Israel , Italy, the Netherlands, Portugal, Spain, Sweden. This data 
covers all SHARELIFE countries (except Switzerland and Poland for which data is still under 
collection) plus five additional countries involved in the SHARE project, namely Finland, Hungary, 
Ireland, Israel and Portugal. 
 
Data sources:  
- EURYDICE database on education systems in Europe:  e.g., the ISCED structure of national 
systems, teacher training and historical data on pre-primary, primary, secondary and tertiary 
education.  
- The database of national labour, social security and related human rights legislation 
(NATLEX), maintained by the International Labour Organisation’s (ILO) International Labour 
Standards Department: specific data on legal frameworks affecting teacher training and teacher 
working environment. 
- Fort (2006), Brunello, Fort and Weber (2009) and Murtin and Viarengo (2007): further data on 
compulsory education laws.  
- Institute of International Education (IIE, 2006): when applicable, specific educational measures 
for social inclusion were added using the commissioned report prepared by the IIE (2006).  
- Country official sources (e.g., Ministries of Education, National Statistics Agencies). 
- Country-specific studies.  
 
All this data is organized chronologically by country into specific headers:  
- Current organisation of the national education system (ISCED classification);  
- Pre-primary reforms;  
- Primary reforms;  
- Secondary and post-secondary non-tertiary reforms;  
- Tertiary reforms; and  
- Glossary93.  
 
This section presents a print out of all data, by country in alphabetic order. Please note that it only 
reports the main reforms (collected so far) affecting the schooling and training of today’s European 
50+. This work does therefore not have the ambition to be exhaustive and may be complemented 
successively based upon users’ remarks and comments.  
                                                 
92 This data is available in excel format upon request. Please contact the author. 
93 Note that a section-specific glossary is available at the end of each section in addition to the overall glossary. 
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Austria 
 Education System ISCED        116 
 Pre-Primary Reforms         117 
 Primary Reforms         118 
 Secondary and post-Secondary non-Tertiary Reforms    121 
 Tertiary Reforms         122 
 Glossary          130 
Belgium (Flemish Community) 
 Education System ISCED        135 
 Pre-Primary Reforms         136 
 Primary Reforms         137 
 Secondary and post-Secondary non-Tertiary Reforms    141 
 Tertiary          146 
 Glossary          147 
Belgium (French Community)        
 Education System ISCED        149 
 Pre-Primary Reforms         150 
 Primary Reforms         151 
 Secondary and post-Secondary non-Tertiary Reforms    155 
 Tertiary          157 
 Glossary          159 
Czech Republic 
Education System ISCED        160 
 Pre-Primary Reforms         161 
 Primary Reforms         163 
 Secondary and post-Secondary non-Tertiary Reforms    166 
 Tertiary          172 
 Glossary          175 
Denmark 
Education System ISCED        180 
 Pre-Primary Reforms         181 
 Primary Reforms         182 
 Secondary and post-Secondary non-Tertiary Reforms    184 
 Tertiary          187 
 Glossary          188 
Finland 
 Education System ISCED        189 
 Pre-Primary Reforms         190 
 Primary Reforms         191 
 Secondary and post-Secondary non-Tertiary Reforms    192 
 Tertiary          193 
 Glossary          197 
France 
Education System ISCED        199 
 Pre-Primary Reforms         200 
 Primary Reforms         201 
 Secondary and post-Secondary non-Tertiary Reforms    202 
 Tertiary          206 
 Glossary          208 
Germany 
Education System ISCED        211 
 Pre-Primary Reforms         212 
 114
 Primary Reforms         214 
 Secondary and post-Secondary non-Tertiary Reforms    217 
 Tertiary          225 
 Glossary          230 
Greece 
 Education System ISCED        237 
 Pre-Primary Reforms         238 
 Primary Reforms         239 
 Secondary and post-Secondary non-Tertiary Reforms    240 
 Tertiary          243 
 Glossary          244 
Hungary 
 Education System ISCED        245 
 Pre-Primary Reforms         246 
 Primary Reforms         249 
 Secondary and post-Secondary non-Tertiary Reforms    252 
 Tertiary          255 
 Glossary          258 
Ireland 
 Education System ISCED        261 
 Pre-Primary Reforms         262 
 Primary Reforms         263 
 Secondary and post-Secondary non-Tertiary Reforms    264 
 Tertiary          266 
Israel 
 Pre-Primary Reforms         268 
 Primary Reforms         269 
 Secondary and post-Secondary non-Tertiary Reforms    270 
 Tertiary          272 
Italy 
 Education System ISCED        273 
 Pre-Primary Reforms         274 
 Primary Reforms         276 
 Secondary and post-Secondary non-Tertiary Reforms    278 
 Tertiary          283 
 Glossary          285 
Netherlands 
 Education System ISCED        288 
 Pre-Primary Reforms         289 
 Primary Reforms         290 
 Secondary and post-Secondary non-Tertiary Reforms    293 
 Tertiary          294 
 Glossary          297 
Portugal 
 Education System ISCED        298 
 Pre-Primary Reforms         299 
 Primary Reforms         301 
 Secondary and post-Secondary non-Tertiary Reforms    305 
 Tertiary          309 
 Glossary          311 
Spain 
 Education System ISCED        313 
 115
 Pre-Primary Reforms         314 
 Primary Reforms         316 
 Secondary and post-Secondary non-Tertiary Reforms    318 
 Tertiary          323 
 Glossary          327 
Sweden 
 Education System ISCED        328 
 Pre-Primary Reforms         330 
 Primary Reforms         332 
 Secondary and post-Secondary non-Tertiary Reforms    334 
 Tertiary          336 










































































































































































































































































































Note : a. School year 1966/67: Operational start of the  ''Polytechnischer Lehrgang''  (from 1997 onwards polytechnische Schule  (pre‐
vocational  school))  in  newly  established  independent  schools  or  in  pre‐vocational  classes,  organised  in  conjunction  with  other 























































































































































































































































































































































































































































































































































































































From  1  September  2003  new  schools  have  to  adopt  the  new  pre‐primary  and  primary  education  structure.  Existing 
autonomous  nursery  and  primary  schools were  allowed  to  retain  their  structure  (Decree  concerning  the  elementary 















school. Until  then  elementary  education  consisted  of  three  stages  of  two  grades  each,  but  the  law  of  1914 
established a fourth stage for children between the ages of 12 and 14.  
1920 




In  implementation  of  the  1914  law  every municipality was  compelled  to  organise  free  health  supervision  in 




























































































































































































































































































































education  system  (technical and vocational education  included) as  far as matters  such as  certification,  curricula, pupil 
assessment,  etc.  are  concerned.  In  Flanders,  the  terms  ‘lower’  and  ‘higher’  secondary  education  refer  to  the  former 





















































































































Schoolpact  (Schoolpactwet):  (Schools pact  (Schools Pact Act)): The  ‘schools pact’ essentially means that non‐State run 
education,  so,  in  the main  subsidised  private  education, would  accept  some  form  of  State  control  in  lieu  of  partial 






















































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































Notes : 1.  This Act develops  the National Qualifications  and Vocational Training  System with  the  following  aims:  to qualify  for  the 
development  of  vocational  activities;  to promote  a  quality  training offer, up‐to‐date  and  suitable  for  the  different  target users,  in 
accordance with  the qualification needs of  the  labour market and  the personal expectations  for professional promotion;  to provide 
target users with suitable information and guidance on vocational training and qualifications for employment; to include in the training 
offer  those  training actions which qualify  for  the performance of entrepreneurial activities and  self‐employment, as well as  for  the 
promotion of entrepreneurial initiatives and spirit; to assess and certificate officially the vocational qualification however obtained; and 
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This report presents the macro data on educational reforms collected for the Survey on Health, Ageing 
and Retirement in Europe (SHARE). The first and chore part provides an analytical overview of the 
educational reforms that may have affected the skill level of Europe’s elderly population. More 
specifically, it targets the national institutional plans or movements that have brought (or attempted to 
bring) systemic change in educational practices during the last century (e.g., pedagogical theories, 
curriculum reforms and operational structures). Furthermore, through a simple application correlating 
compulsory education laws and the evolution of the number of years of education, this report 
demonstrates the scope and potentialities of the database. Finally, the appendix lists all the data 
collected by country and level of education. 
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